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Kirkham, Lisa P. Ph.D., Purdue University, August 2016.  An Examination of Indiana 
Early College High School Students Who Attended Purdue University between 2006 and 
2015. Major Professor: Marilyn A. Hirth. 
 
 Early College High Schools (ECHS) are an educational intervention designed to 
promote rigor in high school education along with increased post-secondary access and 
success for disadvantaged students. Based on evidence, the Early College High School 
program is effective at helping students who traditionally are not in college-bound tracks 
find their way into that path. ECHSs provide a comprehensive, rigorous high school 
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diploma.  Regarding structure, the ECHS is an entire high school, with all students 
earning college credits.  Examining post-secondary experiences of students participating 
in Early College High School programming is necessary to understand the full impacts of 
this phenomenon.  To date, no studies have done so.  This work begins the process by 
describing outcomes and experiences of students from seven endorsed Early College 
High Schools in Indiana who chose to attend Purdue University between the years of 
2006 and 2015. 
Because little is known about the post-secondary experiences of ECHS students, 
this study is a non-experimental sequential mixed methods study that uses descriptive and 
xiii 
 
process analytical methods.  Success of the ECHS intervention in the high school domain 
is well documented.  Analysis of the outcomes of the intervention in the post-secondary 
domain is vital to determine a complete assessment of the ECHS programming.  This 
study examined post-secondary choices and factors that impact two outcomes, time-to-
degree and graduation rate, for the 2006-2011 cohort and 2012-2015 cohort. Time to 
degree was defined as number of semesters needed to earn the first baccalaureate degree, 
with timely graduation being within six years, and graduation rate had four categories:  
graduated, voluntarily withdrawn, dropped by the university, and enrolled still persisting 
to graduation.  Four factors that influence outcomes were selected because of their 
potential impact of time-to-degree and graduation rate.  The four factors were 
demographic information (gender and race/ethnicity), readiness for college defined by 
SAT/ACT scores, and change of degree option (CODO).  This information is compared 
to the Purdue cohort matriculating at the same time to provide comparison to the typical 
Purdue student.  In addition to secondary data obtained from the Office of the Registrar, a 
    	
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sense of preparation and benefit from the ECHS for the Purdue experience.  Individual 
interviews were held to gain personal insights into perceptions of preparation and benefits 
of the Early College High School program on the Purdue experience.  The mixed method 
approach provided greater strength to the study by providing answers to questions raised 
in student secondary data (Creswell & Plano Clark, 2007).   For example, why did ECHS 
students elect to stay longer when they were able to graduate earlier due to earned credits 




Results showed that the Indiana ECHS schools in this study sent students to 
Purdue University that were able to graduate at approximately the same rates and times as 
traditional Purdue students.  These ECHS students did not change majors nearly as often 
as their Purdue peers. While SAT scores showed ECHS students not as perhaps college 
ready as the typical Purdue student in the same cohort, graduation rate performance 
indicates that was not a hindrance to success at Purdue. 
A growing body of literature supports the positive effects of the program at the 
high school level. This small study fills a gap by identifying the positive effects of 
Indiana ECHS programming at the post-secondary level and provides four 
recommendations to the Early College High School leadership for increasing student 






CHAPTER 1 INTRODUCTION TO THE STUDY   
 
Early College High Schools are an educational intervention designed to promote 
rigor in high school education along with increased post-secondary access and success for 
disadvantaged students.  Disadvantaged students are defined as those from low Socio-
Economic Status (SES) homes, underrepresented minority groups, and/or first-
generation-college families.  In Early College High Schools, students earn college credits 
   		
       through dual enrollment in a college or university 
while still enrolled in the local high school.  A majority of research focuses on the effects 
of rigorous high school coursework for disadvantaged students, but few published studies 
examine the impacts of Early College High Schools on post-secondary educational 
success.  This study examines effects of the Early College High School intervention on 
college completion at a large Midwestern land grant university. 
Statement of the Problem 
ECHSs are designed to promote student matriculation and timely completion of 
post-secondary education (Jobs for the Future [JFF], 2009).  Having a college degree is 
important because higher earnings and better job opportunities come with higher 
education (Blondal, S., Field, S., & Girouard, N., 2002).  By providing students with 
economical college credits prior to matriculation, persistence-to-degree should increase 




public college on-time completion rates for all students are shockingly low. Nationally, 
the four-year graduation rate for four-year public institutions is 31.3% (The National 
Center for Education Statistics, IES, 2011).   Completion rates for low SES, 
underrepresented minority, and first-generation-college students are significantly lower 
than the general student population (Allen & Dadgar, 2012; An, 2012; Hoffman, Vargas 
& Santos, 2008; Karp, et al, 2007; Reeves & Stich, 2010; Swanson, 2008; Walters, 
2012).  The Indiana College Completion 2014 Report (Indiana Commission for Higher 
Education, 2014) indicates that the post-secondary rate for four-year completion is 34%.  
Four year completion rates for underrepresented minorities range from 11% for African 
Americans to 19% for Hispanics.  These figures explain why educators are seeking ways 
to motivate the entry and persistence of low SES, underrepresented minority, and first-
generation-college students.  If we look at six year completion rates, they almost double, 
57% nationally and 62.9% in Indiana for public four-year institutions, but are still 
concerning.  These rates represent overall rates compiling all sub-groups, deserving 
examination of ways to help all students persist in post-secondary education.  
The political climate surrounding education in the late 1990s set the stage for 
interest in the Early College High School programming.  No Child Left Behind (NCLB) 
became federal law in 2001.  NCLB provided broad outlines of educational change, but 
local school systems, state departments of education, and state legislatures were required 





 	 local education agencies were 




later.  Fall, 2003, saw the US Department of Education coordinate a summit to spark 
conversations surrounding school transformation. A major theme was accelerating 
transition of high school students into college or the workforce (Hofmann, 2012). During 
ensuing years, several   	

 	 developed.   These included a 
diversity of high school experiences, namely dual credit, Advanced Placement (AP), 
International Baccalaureate (IB), and Early College High Schools (ECHS).   These 
options were being used to promote college and career readiness by exposing a larger 
segment of the high school population to college-level coursework. It was believed that 
providing students with rigorous high school courses, exposing them to college-level 
coursework, and supporting them for success in both promoted confidence and academic 
motivation for enrollment and persistence in post-secondary educational programs 
(Martin, Wilson, Liem, & Ginns, 2013).  Of the options, ECHS and International 
Baccalaureate were much more intensive interventions with regard to human and 
financial resources.  Strictly speaking, International Baccalaureate is not an intervention, 
but rather a philosophy of education.  It promotes a global perspective throughout the 
high school years, and does promote rigorous coursework.  It does not necessarily have a 
target audience, but does have stringent requirements for acceptance.  In recent years, a 
few urban areas have tried using IB as an intervention due to the rigorous coursework 
requirements (Caspary, Woodworth, Keating, & Sands, 2015).  The effectiveness of IB as 





Early College High Schools (ECHS) provide a comprehensive, rigorous high school 
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diploma.  ECHSs are distinguished from dual credit programs by the structure and the 
amount of college credit students typically earn.  While dual enrollment programs allow 
all interested and motivated students to earn some college credit, the ECHS provides the 
college experience more deeply by expecting 30 to 60 completed credits, and targets a 
specific population: underrepresented minority, low SES, and first generation college 
students. Regarding structure, the ECHS is an entire high school, with all students 
earning college credits, while dual credit is earned on a student-by-student basis. The 
Early College High School intervention is founded on five core principles: 
1.) ECHSs are committed to serving students underrepresented in higher education  
(not every student in an ECHS is a member of the target population; however, all 
students receive the benefits of the ECHS program, including students typically 
excluded from the supports necessary for success in post-secondary education) 
2.) ECHSs are created and sustained by a local education agency, a higher education 
institution, and the community.  All are jointly accountable for student success 
3.) The three partners jointly develop an integrated academic program so all students 
can earn 1-2 years of transferable college credit leading to college completion 
4.) ECHSs engage all students in a comprehensive support system that develops 
academic and social skills as well as behaviors and conditions necessary for 




5.) The three partners work together to create conditions and supportive policies that 
advance the Early College movement (Early Colleges Overview page; Bellmont 
High School webpage). 
In Indiana, the Center for Excellence for the Leadership of Learning (CELL) is 
responsible for endorsing Early College High Schools.  In order to be endorsed, schools 
must meet rigorous standards and demonstrate compliance for at least two years.  It 
typically takes a school three years to become an endorsed Early College High School in 
Indiana (CELL, 2014).   
This work examined students matriculating to Purdue University, a large Midwestern 
land grant university, from the seven endorsed ECHSs in Indiana at the time of research.  
A description of   	
       
seven ECHS schools in Indiana are given in Table 1. 
 
Table 1.1 


















































1 772 402 370 35.
6 
84.2 1.4 12 0.3 91.8 983.3 
2 368 150 218 64.
4 
43.2 31.8 15.5 1.4 100 896.6 
3 2387* 1244 1143 15.
2 
91.9 1.2 3.1 2.2 93.4 1058.
5 
4 176 69 107 63.
8 
1.1 93 0.5 0.5 78.9 984.7 
5 1143 612 531 53.
4 




Table 1.1 continued 
6 1244 628 616 92.
4 
0.9 47.2 51.2 0 79.3 808.1 
7 566 283 283 32.
7 
89.9 1.6 2.3 0.9 92.4 949.6 
Indiana Department of Education (IDOE) for 2011-12 academic year 
*In this instance, the ECHS is nested within a larger school population; data are only available from IDOE 
for the larger school  
population 
 
Bellmont Early College High School   Bellmont is a rural school in Adams County, and 
was endorsed as an ECHS in 2011.  This program is a whole school program meaning all 
public high school students in the North Adams Community School Corporation attend 
Bellmont Early College High School.  Bellmont provides a great amount of support for 
student success:  twice-weekly meetings with the advisor, SAT prep that begins in ninth 
grade, scholarship/resume building support, and two college visits per year:  
private/public; big/small; in-state and out-of-state.  Bellmont has four associate degree 
tracks:  General Studies, Health Occupations, Liberal Arts, and Pre-Engineering.  Most 
courses are taught by Bellmont teachers who have been authorized by the partner college 
to teach the courses.  Students can attend courses at two universities in the area for credit.  
Partner colleges are Indiana-Purdue Fort Wayne (IPFW), and Ivy Tech Community 
College. 
Ben Davis University High School   Endorsed in 2007, Ben Davis is a school of choice 
in the MSD of Wayne Township near Indianapolis.  Interested students must apply and 
be accepted.  In order to be accepted, students must have a GPA of at least 2.2.  Students 
who are first-generation-college, English Language Learners, or members of an 




commit to graduate from high school and apply to a post-secondary institution.  Ben 
Davis has an enrollment of 400-500 students in grades 10-12.  Freshmen attend the 
University Team in the MSD of Wayne Township Freshmen Center.  College level 
coursework begins in the ninth grade and accelerates through the senior year.  Ben Davis 
offers four different associate degree tracks:  IT, Liberal Arts, General Studies/Health 
Careers, and Business Management.  Tuition is free for college courses, but students must 
pay for books and any fees associated with their courses.  College credit is awarded 
through Vincennes University. If a student fails a class and desires to retake the course, 
full tuition must be paid to Vincennes University for the course re-take.  This is one of 
the ECHSs that stands alone as its own high school. 
Center Grove Early College High School   Center Grove Early College, endorsed in 
2012, sits within the larger Center Grove High School  		
-within-a-		

model.  The program is selective; students must apply. Selection criteria are based on the 
 	 	
   	  	  	 	  
 	 	
academics on grade level, and being reasonably motivated to complete homework.  
Preferences are given for academic record, scores on standardized tests, and citizenship. 
100-120 students per year are selected for participation.  Center Grove Early College 
High School partners with Vincennes University. Students must commit to earning either 
a 30 credit certificate or a 60 cred 	  ff fiflfl ffi  	fl	
Diploma is pursued by all Center Grove Early College High School students. Courses are 
taught by Center Grove teachers, adjunct VU faculty, or Center Grove teachers working 
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where college is not emphasized, to identify their target audience. 
Charles A. Tindley Accelerated School (Tindley)  Tindley is a charter school with the 
Indianapolis Public Schools.  It was endorsed as an Early College High School in 2004, 
making it the first ECHS in Indiana.  As a charter school, students must apply.  Once 
admitted, the entire school follows the ECHS model.  Tindley students wear uniforms, 
are grouped in same-sex classes for grades six through ten, and have an extended school 
day until 5:00 pm.  College credits are awarded through Anderson University.  Tindley 
families are required to commit five hours of service per month to the school.  Tindley 
has a sports program and offers clubs and other extracurricular activities. 
Connersville High School  Connersville High School provides the Early College 
experience for the entire student body, and was endorsed in 2012.  Connersville is a 
suburban area northeast of Indianapolis.  Interestingly, only 13% of the Connersville 
constituents have obtained a college degree.  Connersville partners with Vincennes 
University, Purdue University, Indiana University, and Ivy Tech Community College to 
provide college coursework and credits for students.  On their website, Connersville 
 	     
		 
  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that enrollment in Ivy Tech from Connersville has increased 44% in the last 4 years, and 
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Business Administration, Agriculture/Natural Resources/Environmental Studies, 




Industrial and Engineering Technology, and General Studies/Education.  Like Tindley, 
Connersville offers a sports program and clubs for student involvement. 
East Chicago High School   Endorsed in 2012, the entire school is involved in East 
	
       
 ff
fi flffiffi
University-Calumet, Purdue University North Central, and Ivy Tech Community College 
for courses.  East Chicago offers several career pathways:  Architecture/Construction, 
Arts, AV Tech/Communications, Business Management/Administration, Health Science, 
Hospitality/Tourism, IT, Law, Public Safety/Corrections/Security, and Engineering.  In 
the East Chicago ECHS, college courses are under the direct oversight of the college 
faculty. Their school objectives are 1.) all students will graduate from high school, 2.) all 
students will be prepared for college and/or careers, and 3.) all students will be actively 
engaged in learning.  East Chicago High School also offers a sports program and clubs. 
Lawrenceburg High School   Lawrenceburg partners with Vincennes University for 




    ! ffi
 or pre-Dental Hygiene.  Any student in 
the high school may participate in the Early College program, but they are not required to 
do so.  At Lawrenceburg, ECHS students may participate in the sports program.   
Purpose of the Study 
Much work has been done analyzing motivation for students to enroll, attend, and 
persist in post-secondary education (Martin, Wilson, Liem & Ginns, 2013).  Academic 
motivation plays a role in persistence and degree completion in three major ways:  past 




enrollment in post-secondary education continues the high school momentum; and 
academic success early in the post-secondary experience develops a strong academic self-
concept (Attewell et al., 2012). Transition-to-college programs, such as ECHS, are 
working diligently to increase high school success, and are promoting prompt enrollment 
in post-secondary educational programs.  They believe this provides the confidence 
necessary for academic motivation that encourages students to embark on successful 
post-secondary journeys.  
Ways that ECHSs increase high school successes are by defining themselves as 
programs that provide small school and class size, increase academic rigor with supports 
for student success, and build strong relationships between students and staff (Miller, 
Fleming & Reed, 2013).  Students have the ability to graduate from an ECHS high school 
with an associate s degree along with the high school diploma.  Research has shown 
 	




   in 
high school based on GPAs and level of courses taken (Edmunds, et al, 2010; Fischetti, 
et al, 2011; Kaniuka & Vickers, 2010; Miller et al. 2013; Ongaga, 2010).    Since the 
ECHS is a relatively new intervention, it is not known if the target populations of first-
generation-college, low SES, and underrepresented minority students are successful at the 
post-secondary level.  It is imperative that in-depth research looks at the college success 
of ECHS graduates.  ECHS programming makes claims that students will persist to 
graduation due to motivational factors enhanced by the Early College High School 
experience, that students will be prepared for a career path because of obtaining an 
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that students will save money by graduating earlier because of having the large amount of 
credits completed.  It is important to test these claims in the post-secondary setting to see 
if they are actually true for these students.  It is also important to find out if other 
affordances are happening for these students, as well as other barriers to success in the 
post-secondary setting.  This study addressed these issues via a sequential mixed methods 
program evaluation that examined the students and successes of all Indiana ECHS 
graduates from the seven endorsed schools who matriculated at Purdue University in 
West Lafayette, Indiana from 2006 through 2015.   
Research Questions 
This non-experimental sequential mixed methods study consisted of three 
components:  an analysis of secondary data from the Office of the Registrar about ECHS 
students and traditional Purdue students, analysis of survey data completed by ECHS 
students at Purdue, and analysis of data from five interviews conducted with current 
ECHS students at Purdue.  The study was concerned with two outcomes: time-to-
degree/timely graduation, and graduation rate.  Timely graduation was defined as within 
six years of matriculating to Purdue University.  Graduation rate was composed of four 
categories outlined by the university: graduated, voluntarily withdrawn, dropped by the 
university, and still enrolled and persisting towards graduation.  Research questions for 
the study, and qualitative questions for the interview protocol of the study are below. 
1.) To what extent does completion of an ECHS program in Indiana impact timely 
graduation from Purdue University?   




2.) To what extent does completion of an ECHS program in Indiana impact 
graduation rate from Purdue University? 
3.) Do the lived experiences of the ECHS students support findings of the survey and 
secondary data? 
4.) Do the lived experiences of the ECHS students fill out survey and secondary data 
in expected or unexpected ways? 
Graduation rate was composed of four categories outlined by the university:  
graduated, voluntarily withdrawn, dropped by the university, and still enrolled and 
persisting towards graduation.   
ECHS program literature states that students entering a four year post-secondary 
educational program will graduate early, saving money and increasing lifetime earning 
potential, (JFF, 2009).  Motivation literature (Attewell et al., 2012; Martin, Wilson, Liem 
& Ginns, 2013) and research on dual credit programming (Allen & Dadgar, 2012; Karp, 
Calcagno, Hughes, Jeong, & Bailey, 2007; Swanson, 2008) both support the concept that 
coming to post-secondary education with prior credits and a taste of the college 
experience provide greater success for student retention and potential degree completion.  
   	
 	   -to-degree to determine whether early 
graduation and/or increased success rate was true for ECHS students who matriculated at 
Purdue compared with traditional Purdue students. 
 I chose to examine four factors that potentially influenced time-to-degree and 
graduation rate.  These four factors were Gender, Race/Ethnicity, Change of Degree 
Option (CODO), and College Preparedness measured by SAT/ACT scores.  Due to these 




1.) Do ECHS students differ in make-up from typical Purdue students? 
 This question examined gender and race/ethnicity.  It was relevant because 
students self-select types of, and location for, post-secondary education.  It was useful to 
examine the pool that selected Purdue compared to the typical Purdue student.   
2.) To what extent does Change of Degree Option (CODO) impact timely college 
completion? 
According to ECHS program literature, this intervention prepares students to be 
ready for a career path upon completion of high school, (JFF, 2009).  If students changed 
majors at the same rate or more often than traditional students, it could indicate a lack of 
ability of the ECHS program to help students create career path determination. 
3.)      	
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A goal of the ECHS program is to develop students in the target populations who 
are well prepared for post-secondary education (JFF, 2009).  An examination of ECHS 
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scores indicated if ECHS students were well prepared compared with traditional Purdue 
students. 
  


















perceived preparation and sense of benefits of the ECHS program gave primary data to 
support the prior questions.  The survey is attached in Appendix A.  Students were also 
given the opportunity to participate in individual interviews.   The qualitative component 




persistence were true for this set of students.  Research questions for primary data 
collection were: 
1.) Do the lived experiences of the ECHS students support findings of the survey and 
the secondary data?   
2.) Do they fill out those data in expected or unexpected ways? 
Bulleted motivational factors, and associated interview questions, were  
  Success in rigorous high school courses leads to college enrollment 
o   	
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  Success in college classes while in high school leads to college enrollment 
o   	
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  Determining a major path in high school reduces change of major (CODO) 
keeping time to degree on course (four years or less due to college courses earned 
prior to college) 
o ff
 
 about your path from high school to college graduation (or where 



























  Strong preparation in high school provides necessary support for the Purdue 
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academics?  (Particularly English/Language Arts, Math, and Science)  
What do you wish had been different? 
 Earning college credits prior to matriculation reduces time to degree  
 Earning college credits prior to matriculation allows time for other experiences 
during the post-secondary years (study abroad, co-op, internships, etc.) 
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been able to participate in more diverse experiences (study 
abroad, co-op, internships, additional majors/minors, etc.) 
 How many credits did you earn at your ECHS?  How many did 
Purdue accept towards your major?  Towards other categories? 
The interview protocol is attached in Appendix B. 
 The Early College High School intervention is relatively new and has had little 
examination to date on the post-secondary impacts of the program.  As such, this study is 
descriptive in nature, examining the experiences of students coming from seven endorsed 
Early College High Schools in Indiana matriculating at Purdue University between 2006 




CHAPTER 2:  REVIEW OF THE LITERATURE 
 
Context for the Early College High School 
 The purpose of this section is to establish a context for the Early College High 
School intervention and to give a history of the program.  As educators began living with 
No Child Left Behind, empirical evidence showed that certain subgroups were failing in 
almost all areas of the US   regardless of socioeconomic status.  These subgroups 
included underrepresented minorities, English language learners, and special education 
students (Bell & Meinelt, 2011).  At the same time, a major theme of education in the US 
had been to stimulate acceleration of students between high school and post-secondary 
education or the workforce.       	 
		  		 	 		 		 
unofficial motto of low performing districts (Hofmann, 2012).  Several college transition 
programs developed to meet the need of producing students ready to enter post-secondary 
education.  In some cases, such as International Baccalaureate (IB) 	 
	 
were re-workings of programs intended for other purposes (Caspary, et al, 2015). 
Descriptions of these programs follow.   
Advanced Placement (AP) courses are developed by the College Board.  The goal is to 
provide more rigorous coursework, and thus more college ready students, in required 
high school courses such as US Government, Math, Statistics, and English Literature.  




a College Board end-of-course assessment and earning at least a 3, 4 or 5 out of 5 
possible points. It is up to the college or university whether to accept the AP credit, 
although many states are enacting legislation requiring public colleges and universities to 
award college credit for scores of 3, 4, or 5 on AP exams.  Research by Warne, et al 
shows students who take the AP course and the end-of-course assessment do better in 
post-secondary courses in the same genre than students who only take the course.  
However, the best plan of study is to take the course, take the end-of-course assessment, 
and retake the course in post-secondary education.  Those students find themselves well 
prepared for the post-secondary course (Warne, Larsen, Anderson, & Odasso, 2015).  
The International Baccalaureate (IB) program was developed in 1968 to provide a 
global education for expatriate students.  IB programs provide a comprehensive and 
rigorous high school education. Through challenging curricula and a global perspective, 
participants are deemed college ready upon graduation from high school.  The IB 
program is now being used in some US urban districts as an intervention approach to 
increase rigor and engagement for high school students (Caspary, et al, 2015).  A study 
done on the Washington D.C. International Baccalaureate program indicated students 
would be more successful if provided wraparound supports that are naturally built in to 
the ECHS program:  support for completing the FAFSA and college applications, 
tutoring sessions for difficult courses, mentoring programs that partner students with 
school adults, etc. (Caspary, et al, 2015).  There are two levels of completion in the IB 
program:  course takers and degree completers.  Course takers are students who take IB 
courses, but do not complete the entire IB diploma track.  Degree completers are those 




degree completers fare much better in post-secondary education than course takers. 
(Caspary, et al, 2015).  Some colleges grant credits for IB coursework; however, granting 
credit is very college specific.  
Dual credit programs provide high school students with access to college courses for 
credits while still in high school. Students receive credit for the course as a high school 
course, and as a college course.  For example, students may take calculus at the college 
level and receive high school math credit as well as three college credits for the course. 
As popularity of this model increases, the format has evolved.  Originally, courses were 
only offered on the campus of a college or university.  Now, courses are often offered at 
the high school by either a college faculty member or a certified high school teacher 
trained to teach the course for the college or university.  Research on dual credit 
programs indicates that students who take at least two dual credit courses during high 
school persist to at least the second year of post-secondary education at greater rates than 
students who do not take dual credit courses (Allen & Dadgar, 2012; Karp, Calcagno, 
Hughes, Jeong, & Bailey, 2007; Swanson, 2008).   
Early College High School programs allow students to take high school and college 
courses at the same time, enabling students to earn both a high school diploma and an 
   	
       
 .  This program specifically targets 
first generation college, underrepresented minority, and low SES students. In addition to 
course credits, additional wraparound services are provided to students. These services 
include support for completing college applications, completing the FAFSA form, 
extended tutoring for courses if necessary, and coaching regarding identity as a college 




The table below outlines each program with purposes and post-secondary 
successes. 
Table 2.1 
College and Career Ready Program Comparisons with Regard to Post-secondary 
Education 














receiving a 3, 4 
or 5 out of 5 on 
College Board 
tests 
 P  participation is not 
beneficial for students 
who merely enroll in the 
courses	
 et al, 
2015) 
*Those who enroll and 
receive the 4 or 5 on the 
test benefit 
*Best option is to take the 
course, take the test, and 







































though not as 
readily accepted 
for college 
credit in the 
US; Accepted 
in 75 countries; 
at over 2,000 
universities; CO 










*Only 20% of low SES 
IB course takers scored 
well enough on exams to 
earn college credit; 60% 
of low SES IB diploma 
candidates earned college 
credits 
*More than 75% enroll in 
post-secondary education 
*HS grad rates similar to 
national avgs 
*55% of low SES course 
takers completed in 6 
years 
*All recommendations for 
high school program 
success with the low SES 
population are practices 
built into ECHS 
programming 

























Students who take at least 
two dual credit courses 































































Yet to be determined 
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 History of the Early College High School 
Providing high school students with very high ability and motivation the option of 
taking college courses while still in high school has been offered for many years (Fund 
for the Advancement of Education, 1957). These programs considered the college 
challenge as academically appropriate for highly advanced students. A body of literature 




academic challenge is indeed appropriate and relevant (Olszewski-Kubilius, 2002). In 
addition, study has been done on the social-emotional development of these high 
school/college students (Shepherd, Nicpon, & Doobay, 2009).  There was concern that 
younger students may suffer negative emotional, social or self-concept development due 
to direct, repeated contact with older, more mature students.  Researchers conclude that 
negative consequences were not present in most students (Cornell, Callahan, & Loyd, 
1991; Noble & Childers, 2008; Shepherd, Nicpon, & Doobay, 2009).  In fact, research 
suggests the stimulation provided by intellectual peers improves social-emotional 
development (Noble, Childers, & Vaughan, 2008).    
Students who took advantage of advanced placement while in high school 
participated in the first   	
 	
 
 	  		 	
enrollment in high school and college.  Throughout the 20th century, dual enrollment 
programs gained popularity and became more formalized; however, programs retained 
the core belief that dual enrollment was for the extremely academically advanced only.  
During the mid-1980s, a few educators began experimenting with relaxed participation 
guidelines for dual enrollment programs.  Strong high school students were now included 
in the college-bound pool.  Even so, only a small number of students participated in the 
high school/college option (Howley, Howley, Howley & Duncan, 2013).  In 2001, the No 
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prevalent, pushing boundaries of who should be included in the college preparatory 




capable students who may not be meeting their potential needed identification and 
remediation (Diaz, 1998; Lynch & Mills, 1990).  These students needed structures, such 
as rigorous coursework coupled with scaffolded supports to ensure success, in order to 
become academically prepared for college (Rienties, Giesbers, Tempelaar, Lygo-Baker, 
Segers & Gijselaers, 2012; Stefanou, Perencevich, DiCintio & Turner, 2004).  Out of this 
was born the idea of the current Early College High School.  With substantial support 
from the Bill and Melinda Gates Foundation, the Early College High School program was 
founded in 2002 (JFF, 2009).  As previously stated, ECHS targets a specific population: 
underrepresented minority, low SES, and first generation college students. Regarding 
structure, the ECHS is an entire high school, with all students earning college credits. 
 As previously noted, the Early College High School intervention was founded on 
five core principles: 
1.) ECHSs are committed to serving students underrepresented in higher education  
(all students receive the benefits of the ECHS program, including students 
typically excluded from the supports necessary for success in post-secondary 
education) 
2.) ECHSs are created and sustained by a local education agency, a higher education 
institution, and the community.  All are jointly accountable for student success 
3.) The three partners jointly develop an integrated academic program so all students 




4.) ECHSs engage all students in a comprehensive support system that develops 
academic and social skills as well as behaviors and conditions necessary for 
college completion. 
5.) The three partners work together to create conditions and supportive policies that 
advance the Early College movement (Early Colleges Overview page; Bellmont 
High School webpage, 2015). 






Figure 2.1: Development of the Early College High School Program 
Conclusion 
Current research demonstrates that dual credit programs DO increase student 
confidence to attend college among low SES, underrepresented minority, and first-
generation-college students (Allen & Dadgar, 2012; An, 2012; Fleishman & Heppen, 
2009; Miller, Fleming & Reed, 2013; Swanson, 2008).  The former studies addressed 
  	
 	 
   -secondary education.  The studies on dual 
enrollment programs that examined the undergraduate experience of these students 
showed enrollment in post-secondary education increased, as did persistence and GPA 
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during the first two years of post-secondary education (Allen & Dadgar, 2012; Karp, et 
al. 2007; Swanson, 2008).  These data imply that obtaining the college experience and 
earning college credits while in high school may promote the academic motivation that 
leads to college completion (Martin, Wilson, Liem & Ginns, 2013).  A limitation of dual 
credit program studies is they only examine the outcome of GPA, and do not examine 
   	
ress past enrollment in the first semester of the third year, with many only 
examining enrollment in the first semester of the second year.  Persistence to degree 
completion is assumed based on enrollment continued into the second year.   
Dual credit program studies do not address the ECHS model specifically, but dual 
enrollment generally.  ECHSs are a specialized dual credit program, providing rigorous 
guidelines for participation.  ECHSs are distinguished from dual credit programs by the 
structure and the amount of college credit students typically earn.  While dual enrollment 
allows all interested and motivated students to earn some college credits, ECHSs are 
entire high schools where all students earn 30 to 60 college credits prior to high school 
graduation.  Students must make a commitment to the four-year ECHS program.  To 
date, there are few studies done on the post-secondary experiences of ECHS students.  A 
study by Haxton et al. published in 2016 examined the experiences of students into their 
second year of post-secondary education (Haxton et al., 2016).  The outcomes examined 
were high school completion, college enrollment, and completion of college degree.  By 
















































pre-high school graduation in terms of experiences of the students.  In addition, students 
were not followed through the completion of a four-year college program.  However, 
4.5% of 2,207     	  
	  	    	  -high school 
window of the study due to earned credits coming into post-secondary education 
(Haxton, et al., 2016).  A qualitative study published in 2013 interviewed 19 and 20 year 
old students who had graduated from Early College High Schools in Texas (Woodcock & 
Beal, 2013).  They were asked multiple questions about their high school experiences, but 
only one question about their post-secondary experience:  Were you prepared for your 
post-secondary experience? (Woodcock & Beal, 2013).  Other studies found deal only 
with the high school portion of the ECHS experience.  This study examines the post-
secondary experience only, and examines factors not examined in the past:  how fast 
students graduate, how many students graduate, college readiness, and change of degree 




CHAPTER 3:  METHODOLOGY 
 
 This section describes methodology used in the study design.  The Early 
College High School (ECHS) organization makes the claim that ECHSs create students 
   		
            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successfully complete post-secondary education, and/or know the career path and training 
required for their futures (JFF, 2014).  A majority of research focuses on the effects of the 
program for disadvantaged students during the high school years, but few studies 
examine the impacts of ECHSs on post-secondary educational success for any students, 
traditional or disadvantaged.  Research is needed to support the use of ECHS programs as 
a boost to college completion.  While evidence is pointing towards the benefits of ECHS 
programs for supporting students in low SES, first-generation-college, and 
underrepresented groups to achieve at high levels during the high school years, it is 
important to determine if additional claims of college and career readiness are translating 
into post-secondary success for these students as well as for other students participating 
in the ECHS program.  The purpose of this study was to explore the impact that ECHS 
preparation has  	 	   	 
 as well as graduation rate. 





This non-experimental sequential mixed methods study collects quantitative and 
qualitative data.  Quantitative data were both secondary and primary in nature.  
Secondary data came from the Office of the Registrar at Purdue University and primary 
data were from a survey given to ECHS students on campus at Purdue.  Qualitative data 
were from standardized open-ended interviews done with students on campus.  
Qualitative research questions were designed to give depth to secondary research 
findings.  The survey and interview protocols are attached in Appendices A and B 
respectively. 
Research Questions: 
1.) To what extent does completion of an ECHS program in Indiana impact timely 
graduation from Purdue University?   
2.) To what extent does completion of an ECHS program in Indiana impact 
graduation rate from Purdue University? 
3.) Do the lived experiences of the ECHS students support finding of the survey and 
secondary data? 
 
4.) Do the lived experiences of ECHS students fill out survey and secondary data in 
expected or unexpected ways? 
 
Sub-Questions: 
5.) Do ECHS students differ in make-up from typical Purdue students? 






7.)      	







Timely graduation was considered to be within six years of matriculation.  
Graduation rate was composed of four categories outlined by the university:  graduated, 
voluntarily withdrawn, dropped by the university, and still enrolled and persisting 
towards graduation.   
Four factors that influence outcomes were selected as independent variables.  The 
four factors were demographic information (gender and race/ethnicity), change of degree 
option (CODO), and readiness for college defined by SAT/ACT scores.  The four factors 
determined the sub-questions.    
The first sub-question examined gender and race/ethnicity.  It was relevant 
because students self-select types of, and location for, post-secondary education.  It was 
useful to examine the pool that selected Purdue compared to the typical Purdue student.   
The second sub-question dealt with change of degree option (CODO), or 
changing majors. According to ECHS program literature, the intervention prepares 
students to be ready for a career path upon completion of high school, (JFF, 2014).  If 
students changed majors at the same rate or more often than traditional students, it could 
indicate a lack of ability of the ECHS program to help students create career path 
determination. 
The final sub-question addressed college readiness.  A goal of the ECHS program 
is to develop students in the target populations who are well prepared for post-secondary 
education (JFF, 2009)  ff	 fi   	




entering Purdue compared with t  	
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were well prepared compared with traditional Purdue students. 
ECHS program literature states that students entering a four year post-secondary 
educational program will graduate early, saving money and increasing lifetime earning 
potential, (JFF, 2009).  Motivation literature (Attewell et al., 2012; Martin, Wilson, Liem 
& Ginns, 2013) and research on dual credit programming (Allen & Dadgar, 2012; Karp, 
Calcagno, Hughes, Jeong, & Bailey, 2007; Swanson, 2008) both support the concept that 
coming to post-secondary education with prior credits and a taste of the college 













-to-degree to determine whether early 
graduation and/or increased success rate was true for ECHS students who matriculated at 
Purdue compared with traditional Purdue students. A goal of the ECHS program is to 
develop students in the target populations who are well prepared for post-secondary 
education (JFF, 2009).   
Participants 
The population for this study included all students who attended Early College 
High Schools in the United States between the years of 2004 and 2015.    	
	
inception, Indiana had endorsed seven Early College High Schools.  Data were examined 
for students who had graduated from 

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 	  !"06-
2011 and 2012-2015.   
The sample pool of students was determined by the fact that the first ECHS was 




fall 2006 in order to capture a comparison between students who have potentially 
experienced the ECHS model beginning in the high school Junior and Senior years from 
those who have not.  Students who matriculated in 2011 who followed the traditional 
four-year graduation plan would graduate in May 2015.  Therefore, fall 2011 
matriculation is the ending year of our initial data cohort.  While timely graduation is 
considered six years, students entering from an ECHS would have one to two years of 
college credit and have potential to graduate earlier. A second data set was included to 
examine primary data on students who matriculated between the years 2012 and 2015. 
While these students had not graduated at the conclusion of the study, their experiences 
provided rich information due to availability on campus for personal interviews.  The 
2006-2011 cohort of students contained 401 students; the 2012-2015 cohort of students 
contained 104 students.    
Design and Data Collection 
This sequential mixed methods study consisted of three components:  an analysis 
of secondary data from the Office of the Registrar about ECHS students and traditional 
Purdue students, analysis of survey data completed by ECHS students at Purdue, and 
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(OR) following IRB exempt protocol status.  The OR sent a spreadsheet with the 
following anonymous information for 401 students who met the established criteria of 
coming from one of the seven endorsed Early College High Schools between the years of 




 Demographic data of gender and race/ethnicity and ECHS 
 CODO status including from what major into what major   only at  
matriculation and at graduation 
 SAT/ACT scores for Math, Critical Reading, and Writing; Total ACT 
 Time-to-Degree in semesters 
 Transfer credits brought to Purdue from the ECHS 
 
Upon approval from IRB, the anonymous survey was administered through the 
OR to 104 ECHS students who were currently on campus.  These were students who had 
matriculated between 2006 and 2015 who had not graduated, voluntarily withdrawn, or 
been dropped by the university as of the survey date of October 2015.  The survey 
collected quantitative data through closed-ended ratings and demographic information.  
At the end of the survey was a section notifying students that they could 
participate in a focus group or individual interview.  The first 10 who volunteered their 
contact information to the researcher and participated would be provided a $50 gift card 
to a convenience store of their choice, such as Walmart of Meijer.  The standardized 
open-ended interview asked questions that reinforced components probed in the 
secondary data, the survey, and values held by proponents of the Early College High 
School programming.  
Data Analysis 
 Because no previous work has been done on the Early College programs at the 
post-secondary level, a descriptive analysis was done on secondary data.  Quantitative 
analyses were done using descriptive statistics in SPSS.  Frequencies, percentages, and 




Surveys did not garner enough response to examine statistically (17/104), but 
general observations   	 
 

       were made 
and reported.  Researcher color coded scaled answers.  Fives were orange, fours were 
green, threes were gray, twos were tan, and ones or zeroes were white.  With the color 
coding system, the researcher was able to identify patterns in responses. Survey results 
are in Appendix A. 
 In order to provide depth and richness to the secondary data, interviews were 
conducted with five participants who lived the ECHS experience and could provide 
insights from their experiences that secondary data could never provide.  Post-positivism 
was the theoretical framework used to analyze the qualitative components of the study.  
Post-positivism, similar to the scientific method, likes logical links to pathways, patterns, 
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particular claims from the ECHS rhetoric were examined as ways of constructing 
meaning out of the interviews.  Post-positivism allowed for finding links between themes 
and the reality that students lived as noted in the interview transcripts.  The researcher 
used themes from secondary data, survey questions, and the interview protocol to code 
the interview data.  The seven themes were 
a. Rising to the Rigor of Purdue Academics 
b. Making Time-to Degree Decisions 
c. Adding Value-Add Activities 
d. Changing Major Options (CODOing) 
e. Living with Dangling Credits 
f. Choosing Purdue 




 In addition, the researcher read over the interviews several times searching for 
significant patterns   key words or phrases   that emerged.  Meanings were then 
interpreted and became the basis for the recommendations that were made. 
 Triangulation of data occurred by examining all data sets together:  secondary 
data results, survey results, and interview results.  Post-positivism again was a good 
	 
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 of truths reachable through different forms of 
inquiry, but valuing each for the contribution they can make to knowledge 
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surveys together with primary data from student interviews gave a more distinct picture 




CHAPTER 4:  RESULTS AND ANALYSIS OF SECONDARY DATA 
 
The study examined areas identified by the ECHS programming as areas of 
interest:  time-to-degree, graduation rate, gender, race/ethnicity, CODO, and SAT/ACT 
scores.  The study did so through secondary data provided by the Office of the Registrar 
of Purdue University and through collected survey and interview data.  This section 
reports the examination of secondary data for the 2006-2011 cohort compared with the 
comparable Purdue cohort.  Primary data will be reported in the next chapter. 
Comparisons with Purdue Cohort 
In a comparison with the Purdue cohort that matriculated between 2006 and 2011 
there are some substantial differences.  Demographically, the ECHS cohort was slightly 
more gender balanced recruiting more females than the Purdue cohort.  The ECHS 
  	
    much lower than their Purdue counterparts in all areas, but the 
          	
    
          ff      
options (CODO) at a much higher rate than ECHS students, supporting the ECHS claim 















-to-degree of 4.5 years. This information was very surprising given the 




Demographics - Do ECHS students differ in make-up from traditional Purdue students? 
 Table 4.1 examines demographic information for the 2006-2011 ECHS and 
Purdue cohorts.  The 2006-2011 ECHS cohort is 53% male and 47% female.  The 
corresponding Purdue cohort is 58% male and 42% female.  The ECHS cohort is slightly 
more gender balanced.  
ECHS programs target underrepresented minority populations, particularly 
African American/Black and Hispanic/Latino.  Table 4.2 indicates a large White 
population in the ECHS program coming to Purdue.  However, Indiana is a state with 
ethnically diverse groups located in predominately urban    	  
 ECHS 
programs located in urban areas are Charles A. Tindley Accelerated (Tindley), Ben Davis 
University, and East Chicago High Schools.  Tindley has only one student in the 2006-
2011 cohort at Purdue: an African American male student.  Ben Davis University High 
School has four students in the cohort:  two White, one African American, and one 
Hispanic student.  East Chicago has the largest and most diverse group:  one White, one 
two-or-more races, 19 African American, and 15 Hispanic students.  These three urban 
schools make up 41 students (10%) of the ECHS cohort.  The remaining four schools are 
suburban/rural, which in Indiana are predominately White areas.  Purdue totals for the 
2006-2011 cohort are also similar:  73.7% white, with other subgroups represented in 



















Male 213 53% 23,426 58% 
Female 188 47% 17,090 42% 
  
Table 4.2 
Race/Ethnicity Information for Full Cohort 2006-2011 




White 347 86.5% 29,844 73.7% 
African 
American 
21 5.2% 1,488 3.7% 
Asian 9 2.2% 2,249 5.6% 
Hispanic 18 4.5% 1292 3.2% 
Unknown 3 0.75% 652 1.6% 
2 or More 3 0.75% 279 0.69% 
Native American N/A N/A 155 0.38% 
Hawaiian/Pacific 
Islander 




College Readiness -      	







Early College High School programs work to prepare target populations for 
college by providing advanced courses and college level coursework during the high 
school years.  College readiness is predicted by the Scholastic Aptitude Test (SAT) and 




4.3 shows average SAT scores in Math, Critical Reading, and Writing, and the ACT 
Composite for the ECHS and Purdue 2006-2011 cohorts.  While the ECHS cohort 
performed better on all college readiness measures than the national comparisons, 
indicating that cohort students were prepared for college level work, the cohort did not 
perform as well as the Purdue cohort.  This could indicate students were not prepared for 
the level of rigor at Purdue; however, persistence data reported later indicate students 
performed as successfully at Purdue as typical Purdue students in the same cohort.  
Mediating factors present in the ECHS programming could have been responsible for 
offsetting effects of lower SAT scores.  This warrants future investigation. 
Table 4.3 










Math 587 603 513 
Critical Reading 546 554 497 
Writing 524 546 488 
ACT 25 26 21.2 (2011b) 
aSAT testing website, College Board; bACT testing website, American College Tests 
 
Change of Degree Option   CODO- To what extent does Change of Degree Option 
(CODO) impact timely college completion? 
ECHS programs help students determine career paths so students can shorten time 
to degree (JFF, 2009).  If students are changing degree option (CODO) in post-secondary 




the change of degree option may warrant examination by ECHS personnel.  Figures 4.1 
and 4.2 examined   	
  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 their time at Purdue. 
  
Figure 4.1.   

























Change of Degree Option for the 2006-2011 Purdue Cohort 
Change of Degree Option (CODO), represented in brown, was exercised by 26% 
of students in the ECHS cohort group.  The rate of CODO for the 2006-2011 Purdue 
cohort was 61%.  A brief examination of the literature found U.S. students change majors 
at rates ranging from 36% (Nauta, 2007) to 55% (National Center for Educational 
Statistics, 2013).  The Purdue cohort was over the high end of that range, while the ECHS 
cohort was below the range.  Students in the ECHS cohort CODOed less than twice as 
often as Purdue students, indicating that the ECHS program in Indiana helped students 
think through potential career paths prior to the transition to Purdue.  
Graduation Rates   To what extent does completion of an ECHS program in Indiana 
impact graduation rate from Purdue University? 
For the 2006-2011 cohort, most ECHS students were not entering college with 60 
college credits.  In this cohort, only 64 students came to Purdue with any college credits 
at all, and of those 64, the average number of credits was 10.5.  However, a combined 
77.5% of students who entered Purdue in the ECHS cohort graduated or were continuing 
  	
  
  within the six year window of the study.  In the 
Purdue 2006-2011 cohort 69.1% graduated and 7.6% were persisting towards degree, a 
combination of 76.7%.  ECHS students were performing similarly to typical Purdue 













Graduation Rates for ECHS and Purdue Cohorts 2006-2011   
 ECHS  PURDUE  
Category N % N % 
Earned Degrees 242 60.3 27,678 69.1 
Dropped 34 8.5   
Voluntary 
Withdrawn 
56 14.0   
Combined 
DR/VW 
90 22.5 9413 23.4 
Enrolled 69 17.2 3036 7.6 
     
 
The Purdue cohort had a higher percentage of graduates and a lower percentage of 
enrolled students than the ECHS cohort.  However, Dropped and Voluntarily Withdrawn 
students were about the same, indicating that ECHS cohort students were persisting to 
degree in the same percentages as the Purdue cohort; the Purdue cohort graduated 
students from the cohort more quickly than the ECHS cohort graduated students.  This 
phenomenon was counter to expected results, and should be explored more fully in future 
studies.  One possibility for this cohort is that they did not bring many credits from the 
ECHS experience.  In that respect, they did not differ significantly from the Purdue 
cohort.  Number of credits prior to matriculation could impact graduation rate. 
Time to Degree   To what extent does completion of an ECHS program in Indiana 
impact timely graduation from Purdue University? 
Tables 4.5 and 4.6 examine time-to-degree for the ECHS cohort and Purdue 
cohorts respectively.  While ECHS students and traditional Purdue students were 
obtaining degrees at about the same rate, Purdue students were doing so a little more 
quickly for the 2006-2011 cohort of students.  The bulk of degrees were awarded to the 




ECHS students at nine semesters, or 4.5 years.  For ECHS students coming to Purdue in 
this cohort, the claim of graduating early due to ECHS participation was not met.  
Table 4.5 
ECHS Time to Degree in Semesters for 2006-2011 ECHS Cohort  
ECHS   Semesters Frequency Percent 
 7 2 .5 
9 161 40.1 
10 13 3.2 
11 51 12.7 
13 13 3.2 
15 1 .2 
17 1 .2 
Total 242 60.3 
Missing System 159 39.7 




PURDUE Time to Degree in Semesters for 2006-2011 Cohort 
PU  Semesters Frequency Percent 
              6  575 1.5 
            8 17,818 44.0 
10 7,849 20.0 
12 1,282 3.0 
14 154 .5 




Total 40,127 100.0 
 
There must have been an underlying cause for ECHS students to be graduating at 
nine semesters rather than at a faster rate.  The researcher determined to examine credits 
brought to the university from the ECHS upon matriculation.  An examination of credits 
earned by students in the 2006-2011 cohort indicated that most students did not earn 




the cohort earned credits.  Of those 64, the average earned was 10.5 credits.  A logical 
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of the Indiana ECHSs were endorsed in 2011 or 2012.  Considering the two to three years 
of preparation to become endorsed as an ECHS, students in our data pool would be 
exposed to high levels of college credits from 2009-2011 or 2012.  In an effort to see if 
credits incrase as years moved forward, an examination of the cohort year by year was 
conducted.  Table 4.7 provides that information.  
 
Table 4.7 
Cohort Information Year-by-Year  
2006 
N  Ethnicity  %  Gender %    SAT     ACT   # of Credits  # of Students  
 82 W = 68    83%       M = 52    63% Math = 580   24  59       6 
 AA= 5       6%       F =  30  37% Rdg.  = 543   
 A =   2       3%    Wrtg.  = 527       avg. 9.8 
cr/student 
 H =   7       8% 
2007 
 
N Ethnicity  %       Gender   %    SAT     ACT   # of Credits  # of 
Students  
68 W = 53    78%       M = 30    44% Math = 578   24  33      5 
 AA=11    16%       F =  38  56% Rdg.  = 543   
 A =    4      4%        Wrtg.=  530   avg. 6.6 
cr/student 








N Ethnicity  %       Gender   %    SAT     ACT   # of Credits  # of 
Students 
85 W =  77    91%      M = 41    48% Math = 581   23  39      8 
 AA=   3      4%      F =  44  52% Rdg.  = 542   
 A =     0         Wrtg. = 524   avg. 4.9 
cr/student 
 H =     5      5%  
 2009 
 
N Ethnicity  %       Gender   %    SAT     ACT   # of Credits  # of 
Students 
41 W =   34   84%      M = 25    61% Math = 584   23  3       1 
 AA=    1     2%      F =  16  39% Rdg.  = 532   
 A =     1     2%   Wrtg. = 511   avg 3 
cr/student 
 H =      4    10%  






N Ethnicity  %       Gender   %    SAT     ACT   # of Credits # of 
Students 
77 W =  69    90%      M = 38    49% Math = 600   25  162     20 
 AA=   2    2.5%      F =  39  51% Rdg.  = 556   
 A =     0         Wrtg. = 534   avg 8.1 
cr/student 
 H =     2    2.5%  
Unknown =    2    2.5% 










63 W =  55     87%      M = 34    54% Math = 588   22  382      24 
 AA=   3       5%      F =  29  46% Rdg.  = 556   
 A =     2       3    Wrtg. = 543   avg. 15.9 
cr/student 
 H =     2       3%  
2 or More =    1       2% 
 
 As Table 4.7 shows, once the ECHS schools became endorsed, more students 
earned more credits prior to coming to Purdue.  Earning more credits did not, however, 
provide positive impact on increased time to graduation.  The stated goals of the ECHS 
effort include an accelerated time to graduation, meaning students should graduate in less 
than four years (JFF, 2009). Therefore, students who matriculated in Fall 2011 should 
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matriculation, the expectation would be for these students to graduate prior to Spring 
2015.  Of the students who matriculated in Fall 2011, only two graduated early at 3.5 
years.  None were expected to graduate in Spring 2015.  Sixty-nine were persisting 
towards degree completion. 
It seemed logical to interview students matriculating between 2012 and 2015 to 
see if completing high school in a fully developed ECHS impacted numbers of credits 
brought to Purdue, and how that impacted study outcomes:  time to degree and 
graduation rate.  Primary data provided information from students in the 2012-2015 
cohort. 
Summary 
In an overall comparison with the Purdue cohort, ECHS students look very 
similar.  ECHS students tended to have lower SAT scores in all areas.  However, 




the university at approximately the same rates as traditional students.  The lower SAT 
scores did not predict lower success rates at Purdue.  ECHS students utilized the CODO 
option substantially less frequently (26% to 61%) than traditional students, indicating that 
the Indiana ECHS programs may have helped students in the 2006-2011 cohort determine 
effective career paths while in the high school setting.  As a cohort, they were more 
diverse in terms of race/ethnicity in the targeted populations of African American and 
Hispanic/Latinos.   With respect to time-to-degree, ECHS students in the 2006-2011 
cohort took approximately one semester longer to graduate, indicating that prior credit 
did not shorten time-to-degree.  However, it should be noted that the average credits 
brought to the university for this cohort were only 10.5.   They were not significantly 




CHAPTER 5:  RESULTS AND ANALYSIS OF PRIMARY DATA 
 
Survey 
 In October 2015, an anonymous survey was given to ECHS students currently 
enrolled at Purdue from the seven target schools.  104 surveys were sent out 
electronically via Purdue email by the Office of the Registrar.  According to personnel in 
  		
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  sent in this manner typically garner a 10% 
response rate. Initially, 19 surveys were returned; however, two were begun, and not 
completed.  The 17 completed surveys were analyzed.  While a 16% response rate was 
better than the typical response rate for the Office of the Registrar, 17 surveys did not 
provide enough data for statistical analysis.  However, the completed surveys provided 
general observations worth mentioning.  The researcher color coded  answers.  Fives 
were orange, fours were green, threes were gray, twos were tan, and ones or zeroes were 
white.  With the color coding system, the researcher was able to identify patterns in 
responses.  Survey results are in Appendix A.   
 Students perceived that the ECHS experience was very beneficial at preparing 
them for post-secondary experiences 
 Students perceived that the ECHS experience prepared them well for the 
academic experience at Purdue  although they felt greater preparation for 




  Number of earned credits brought to Purdue upon matriculation had greatly 
increased from the 2006-2011 cohort:  mean of 31 compared with mean of 10.5 
  29% experienced a change of major (CODO), which was consistent with 
secondary data from the Office of the Registrar 
  50% said credits helped save them time and money towards graduation; this result 
did not match with secondary data from the Registrar or with interview data from 
students regarding time; secondary data did not address money  
  88% said earned credits brought to Purdue were accepted for their major area; 
however, this result did not match with data from student interviews 
  Students averaged 14.9 credits per semester which made them eligible for on-time 
graduation, or early graduation with earned credits coming to Purdue 
  When asked about factors representing major values held by adult ECHS 
proponents, such as rigorous courses in high school, courses in high school 
designed in clusters, majors or types, financial savings, determining a major 
pathway prior to post-secondary education, and number of credits earned prior to 
entering Purdue, students perceived these as only moderately impactful 
(important) on their Purdue experience 
At the end of the survey, students had the opportunity to identify themselves and 
volunteer to participate in focus groups or individual interviews with researchers.  
Ten of the 17 students sent contact information.  Once contacted, five of the ten 







 Post-positivism was the theoretical methodology used to analyze the 
qualitative component of the study.  Post-positivism provides a strong research base for 
the study (Dooley, 2007).  As a framework, it seeks to analyze construction of meanings.  
Through interviews, I determined to provide depth and richness to the secondary data.  
Interviews were conducted with five participants who lived the ECHS experience and 
could provide insights from their experiences that secondary data alone could never 
provide. Interviews were to be examined through themes to develop construction of 
meaning.  This section deals with the qualitative research questions,  
1.) Do the lived experiences of the ECHS students support findings of the survey and 
the secondary data?   
2.) Do the lived experiences of the ECHS students fill out the survey and secondary 
data in expected or unexpected ways? 
In order to answer the questions, the qualitative component of the study was organized 
into five stages:   
1.) Transcribing the interviews word-for-word to help avoid bias 
2.) Coding of interviews according to themes in the interview protocol to support and 
fill out survey data and secondary data; the following seven process themes were 
coded: 
a. Rising to the Rigor of Purdue Academics 
b. Making Time-to Degree Decisions 
c. Adding Value-Add Activities 
d. Changing Major Options (CODOing) 
e. Living with Dangling Credits 
f. Choosing Purdue 




3.) Item analysis and open coding to seek key words or phrases used through the 
interviews 
4.) Organizing words or phrases into categories 
5.) Observations made based on the meanings culled from categories and themes 
related back to qualitative research questions 
 
Themes in the Interview Protocol 
 The interview protocol was developed based on information in the secondary data 
set and motivation factors and values held by advocates of the Early College High School 
intervention.  The protocol is found in Appendix B.  Five students, two male and three 
female, one Hispanic,  and all first generation college, participated in individual 
interviews at the end of Fall semester, 2015.  Three students represented one of the Early 
College High Schools in the study, and two other schools were represented by 
interviewees.  One student was in her fourth year, preparing for graduation in May 2016.  
The other four students were in their second years, all holding Junior status according to 
credit completion. One was planning to graduate within three semesters for a total of 




  Connie had not yet decided if she would graduate a 
semester early at the conclusion of this study.  Her decision would be based on 
discussions with peers and their experiences with successful career outcomes in 
December.  The following chart focuses information about interview participants.  









Chart 5.1  
















Junior 3.0 Semesters Yes Connersville 
Danny 3.0 
Semesters 
Junior 5.0 Semesters Yes Ben Davis 
Fanny 3.0 
Semesters 





Yes Ben Davis 
Kerry 7.0 
Semesters 
Senior 1.0 Semesters Yes Ben Davis 
 
Rising to the Rigor of Purdue 
Interviews were coded for the seven themes.  The theme receiving most 
comments was Rising to the Rigor of Purdue.  All students felt that Purdue was a very 
rigorous university.  Connie and Kerry specifically chose Purdue for the reason that 
Purdue is known nationally as a top-tier university.  The overall rigor of courses at 
Purdue was a stretch for all the students.  Students believed that, overall, they were 
prepared for the college experience, but they were not prepared for the rigorous demands 










them well ahead of their peers at the beginning of the freshman year.  The interview 
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Chart 5.2  
Rising to the Rigor of Purdue 
Rising to the Rigor of 
Purdue 
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[ECHS classes] helped me learn the subject, they helped 
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rigorous I would say, like just e  not, not like the high 
















kind of knew like since I was already in the classroom, I 







Connie  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prepared in was the time management.  Um, and knowing 
that you know college classes are a little bit more um oh, 
what is the word I want  um, you know, you  you do a 





















Chart 5.2 continued 
 Regarding difficulty in general and in math and 
science, students had the following to say: 
Danny     	
  	-rec, so I have to retake 
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courses that I did skip [due to ECHS credit] were uh fluff 
courses.  Ah well, as fluffy as you can get at Purdue,  
which is not very fluffy, but , uh, the ones that fluff up 




my GPA   
 #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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it. And I almost got it to a 2.5, which is what you need 





 ffi semester classes were really 
easy.  Then I switched to management and I REALLY 
struggled with math and econ.  I was definitely not 
prepared to take the math courses here, or, um, the econ 
classes.  And I   I did struggle a little bit with, um,   I 
switched again my sophomore year to Animal Science, 
and I did struggle with, um, the science a little bit. But it 
was just a matter of me learning how to study for them.  
Was a little bit different from the   like exams we would 
take in high school it was more, I guess, critical thinking 
versus kind of just regurgitating the information like you 
did in high school a lot. So I was relatively prepared, but 
  flfi ffi fifi 
  
Making Time-to-Degree Decisions 
The theme receiving the next highest number of codes was Making Time-to-
Degree Decisions.  % &# 'fl 
&    #
! How has having 
several college credits earned upon entering Purdue shaped your Purdue experience 
compared to your friends who did not?  If necessary:  Has your time at Purdue been 
shortened?

   
Given the extra credits students came in with, the average on the survey was 31 
and the average for interview participants was 44.5, many students could have graduated 




degree; Alex will graduate in three years.  Danny will graduate in four years due to 
failing and having to retake prerequisites for his major.  Fanny will graduate in four years 
due to her major, which is nursing.  Nursing requires a prescribed sequence of courses 
that cannot be altered.  Even though she came in with all her core courses and electives 
completed, her major courses, and the pre-requisites for those courses, cannot be altered.  
That requires her to be here four years.  Kerry will graduate in four years due to changing 
her major twice.  Connie still has the option of graduating early, but is leaning towards 
taking four years.  She likes taking only 12-13 credits per semester so she can increase 
the number of hours she works, volunteers and participates in leadership activities per 
semester.  She will make her decision based on talking with peers and determining if job 
prospects in December are worth graduating a semester early.  Here are student 
comments supporting this summary. 
 
Chart 5.3 
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Danny   & '-recs make it to where you almost 
have to stay three-and-a-half to four years anyways.  
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pass my first, um, pre-, pre-rec, so I have to retake 
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everything into like one semester, like moving 




Chart 5.3 continued 
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llow their timing. 
[Nursing major] 
 
Connie  Right. Um, but then once you know I 
started changing my major a bunch of times, and 
um, trying to figure out what I wanted to do, um, I 
realized that I couldI can still graduate um you 
know a lot early, but I would  have to increase my 
cre	    	    ff 	 fi
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 ffi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worry about that yet.  Um, but I do  
increase my credit hours and stress myself out in 
that aspect because II do work so much, you 
know to pay for um everything else, you know car 
payments and insurance and phone bill and all that 
fun stuff.  "  	 fi   	   	 I 
do and take you know 12, 13 credits than increase it 
to 15, 16, or even go to like 18, just to graduate 
early.# 
 
Kerry  $ffiffi 	 ff% And even just the 
shorts trips, I mean   fi 	 II wanted to do a 







     fi 
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 fi fl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Adding Value-Add Activities 
Coinciding with time-to-degree, students have options to fill out their time at 
Purdue, even though they could graduate early.  Options include studying abroad, adding 
minors, choosing other electives of interest, participating in internships or co-op 
programs, or selecting other activities.  This theme in the interview was entitled Adding 
Value-Add Activities, and its related &
	 	 
How has having several college 




friends who did not?  If necessary:  Have you been able to participate in more diverse 
experiences?  (co-op; study abroad; internships; work study; extra elective courses; etc.)  
Four of the five interviewed students took advantage of value-add activities 
during their time at Purdue.  Alex chose to graduate early and limit his time at Purdue to 
completing academic work and graduating.  Three of the remaining students, Danny, 
Fanny, and Kerry, studied abroad.  Kerry chose the study abroad option twice!  Study 
 	
  	 	





took the semester option and studied in Australia while completing courses for his major 
and finishing one of his minors.  Fanny did a summer study abroad in Italy.  She took one 
required, non-clinical course for nursing allowing her the flexibility to do it on another 
campus.  Kerry did two study abroad experiences:  an agriculture course in Ireland, and a 
service learning course in Haiti.  Both her experiences were over school breaks to save 
academic year time for credit earning in her major area since she had changed majors two 
times.  Two of the students remaining four-years were able to add at least one minor.  
One student chose working several hours per week, and leadership activities as her value-
add options. 
Chart 5.4 
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Chart 5.4 continued 
   	 	
          
almost 
graduating after this semester actually.  
 
   	 ff	  fi flffi 
 ! " #   $%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 %'( )
like 2016, Yeah ) 
    	   
	 * +ff ff  &
  fi
%   , ff &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	 
Uh, I plan on taking ehh, photography.   Photojournalism, 
yeah. Finish up my Comm  
   ff  % 	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    ff
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Kerry -   
    	 	 ff	 
did a spring break, yes.  I did the spring break [in Ireland] 
	  , um, to Haiti in the.over winter break. 
Here in like, less than.a little over a week.  [Researcher: 
	']  / )    was just agriculture 
in  Ireland.  I got a credit for going. We just visited farms 
and, um, looked at their different practices and, 
um,
 fi	  
 ur of the country. We just kind 
of went in a big circle around the whole  fi	
then, um,  
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 in time.  And I really wanted to, cuz I 
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spring tuition.  So my scholarships and everything covered 
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and stress myself out in that aspect because I
.
I do work 
so much,  
you know to pay for um everything else, you know car 
payments and insurance and phone bill and all that fun 
stuff.  
 	  	  
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I did join a co-op, 






 An interesting set of options emerged under this theme that had not been 
considered.  Because students came in with many earned credits, they received higher 
priority on housing selections, and were able to take a roommate with them, they were 
able to select courses earlier in the semester than their typical peers, and they were able to 
have a car on campus from the beginning of their freshman year.  Students greatly 
appreciated these perks! 
 
 
Chart 5.4 continued 
 system housing, um, Twin Pines. And so, um, I knew I 
wanted to stay there a little bit longer, you know to really, 
um, be able to show a lot more leadership in the house. 
And, um, I got my first t two positions for next semester, 
  	

 excited. Um, and then eventually I just, um, 
you  
know wanna get more involved on campus and do more 
do more, a lot more volunteer and leadership things while 
  
here. Because I did a lot in high school, but putting your 
high school stuff on your resume,    
 
applicable 
now.  And so, I wanna do more volunteer and leadership 

   		  





show that I am that type of person, but only through my 
high school experience. So, I wanna do that. I 
for like the, 
um, team leader position, um, for like the, um, BGR, um. 
The Big Brothers, Big Sisters is something I wanna do. 
Um, I  
eventually wanna do like the PCC, the Purdue, um, 
Cooperative Council. So I have a lot of like leadership and 
volunteer stuff  





Changing of Major Option (CODOing) 
 Early College High School programs develop pathways for students to discover 
likes and dislikes through their high school careers (JFF, 2009).  These pathways 
provide a trajectory for students to launch into post-secondary education with the first 
two years of a four year degree completed (JFF, 2009).  If successful, students would 
not change majors once in post-secondary education.  Secondary data in this study 
showed that ECHS students make a Change of Degree Option (CODO) substantially 
less frequently than typical Purdue students.  In our interview sample, three of five 
students had not had a Change of Degree Option.  Because of the well-planned 
trajectory, they were able to add on one or two minors or graduate early.  The two 
students who did CODO each did so twice.  The CODO options limited their 
academic options as well as other options.  At the conclusion of the study, they had 
no extra study options, such as minors.  Connie was considering adding a Spanish 
minor.  Kerry was on the brink of graduating without a minor area of study.  She was 
able to study abroad two times, but was not able to do so during a semester long 
program.    	 	  
    
  	  
time and I really wanted 	   	 	 	   
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fffi fl
good news was that coming in with extra earned credits allowed them to change 
majors twice and still graduate within four years.  The interview question associated 
with Changing Degree Option wa  Tell me about your path from high school to 
where you are now in your Purdue program in terms of your major course of study.  
ffi  	   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Changing of Major Option (CODOing) 
Changing of Major Option 
(CODOing) 
 
Kerry   [Kerry came to Purdue as a 
 	
  then I switched 
to Management, um, second semester and I 
struggled. 
Haha. I was definitely not prepared to take 
the math courses here, or, um, the econ 
classes. And I-I did struggle a little bit with, 
umI switched again my sophomore year to 
  
 
Connie  Um, I wanted to go into 
Hospitality and Tourism Management.  
However, um, myI had a C in chemistry on 
my transcript, which has nothing to do with 
HTM, but um, 
 ff		fifl ffifl
competitive, and so they sthey told me 
that,  
um, you know the C was a red flag to them, 
however they still wanted me at Purdue, and 
so if I still would reapply for Exploratory 
Studies, they would, um, let me into the 
major, or into Purdue, and then I could 
CODO into HTM second semester freshman 
fi    
 !
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Living with Dangling Credits 
Moving through this study, a concern arose about the number of earned credits 




electives were quickly filled, and all remaining courses were simply extra electives.  
Some students came in with over sixty credits, providing potential frustration on the part 
of students.  A set of questions was asked during the interview to address this concern:  
 How many credits did you earn at your ECHS?  How many did Purdue accept towards 
your major?  How many did Purdue accept towards other categories?  Overall, students 
were very happy with the credits Purdue accepted.  They felt that all the credit earned 
prior to matriculating at Purdue prepared them for university level work and that was a 
	 
              One was 
    
         
  ff   
     	   fiflffi
suffered because of it.   
Chart 5.6 
Living with Dangling Credits 
Living with Dangling 
Credits 
 
Alex    Y       
high   ! "  	 
 	
even more preparation for coming into a university.  I 
mean a university to a high school is a big, big difference 
and I think that, I mean anything, if you got extra, I mean 
 #!	  " $  %ect 33 to 
transfer in 
Danny    My GPA is only a 2.45 because a lot of the 
courses that I did skip were uh fluff courses. Ah, well, as 
fluffy as you can get at Purdue, which is not very 
#&	  $   "    
GPA'that  $ "       
 
Kerry    --I have the Associates Degree.  I believe  
fi
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um, they took 53 or 54, I believe.  Yeah. It was 
quite a bit. There were
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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Chart 5.6 continued 
 take care of my like Soc 100 and Soc like 120. Um, a lot 
of just like multicultural understanding credits I needed, 
   And a lot of electives, it helped out with. 
 
Choosing Purdue 
Questions on the interview relating to this theme  	Part of the ECHS 
program is taking college courses while in high school.  Part of the ECHS program is 
taking rigorous high school courses. Describe your experience and how that prepared you 

          ff    fi 
students select post-secondary experiences appropriate for them and their future goals 
(JFF, 2009).  Did the ECHS experience help them select Purdue as their post-secondary 
choice?  Did they fall into Purdue by chance?  Is it a family tradition to attend Purdue?  
Why are these students here?  Two of five students knew they were attending Purdue for 
a long time.  It was never in question.  Another two of five students chose Purdue for its 
outstanding academic reputation.  They knew they would have a degree that would be 
recognized as valuable through the nation when completed.  One student hated Purdue 
and came to visit on a whim.  She was convinced during her visit that Purdue actually 














Alex   Um, in terms of choosing a college, um, I knew for a 
while that I was gonna come to Purdue. You know, I wanted to 
do Agriculture so, this was pretty much my first choice so.  
 
Fanny   I picked Purdue because it was in state And, um, 
	 
   	        
stay home, I wanted to go away. I got to like take some classes 
like at the college near like the city, so I just wanted to like just 
go away for college and I just picked PurdueI dunmy 
brother is here 
 
Connie   Um, we had, uh, college visits and, um,  ff 
went to IUPUI and I was like, nope! Um, I went to Ball State, I 
really liked that. And then, we had the opportunity to do four. 
And there was, the third one was coming up and I was like, oh I 
could go to Purdue, I could go to IU, you know, I had all these 

























       fl   	 ## 
I  












and I hate that, but it was literally like that cliché you walk on 
 #	  flfl fl  fl     	
	   	##	  % Um, and I was so embarrassed to 
go home, I told my family, cuz they knew how much I hated 
Purdue. I was like, so I actually kinda really  
love Purdue. Ha% 
 
Kerry   &  '  fi 	   '
Purdue you like got a really good education, you know, we come 
out with really good, umpeople who graduate from there have 
done really awesome things. Um, also at the time, I wanted to be 
a Mass Communications major and they did havethey do have 




 There was not a direct question on the interview about the cost savings of 




to-degree, dangling credits, value-add activities and CODOing are all wrapped with 
money values and savings.  Interviewees were very concerned to finish within the four-
year window, but, with the exception of one student, were not concerned about finishing 
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 go back to the farm 
when I get done so, um you know, the three years, you know, coming 
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years. You gotta 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for a lot less than 20 grand!' 
   
Item Analysis and Organization 
 Upon completion of reviews for themes from the protocol, a thorough review of 
the interviews was made searching for recurring keywords or phrases. A list of 12 words 
or phrases was developed and then categorized into the following areas.  The overarching 
   fi     (fi )'  *fi %'  +'
  ,-+!' *ff   " came to the surface, but one word was 
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   fi      
refer to extra electives for completing minors or for fun courses.  The words were 







Recurring Keywords or Phrases 
Before Purdue Transfer Credits Academics Value-Add 
Prepared 
(positively) 
Core Credits College courses Study abroad 
College visits Electives 
(dangling) 
Credits Minors 
  Rigorous Electives (extra/for 
fun) 
  Not Prepared for 
Math/Science 
 
  Different (PU course 
rigor) 
 




    
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because ECHS students spend a great deal of time taking college courses.  Additionally, 
ECHS literature does not emphasize the need for college visits.  Therefore, the fact that 
students spent time in the interviews discussing the value of, and desire for, college visits 
was surprising.  Students enjoyed and wanted more opportunities to visit potential post-
secondary options.  One student even wanted the opportunity to sit in on classes at 
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The other words and phrases on the lists fit into the themes discussed in the previous 
section.  It was not surprising that these words surfaced as recurring topics in the 
conversations. 
Observations 







	  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experiences of the ECHS students support findings of the survey and the secondary data?  
Do the lived experiences of the ECHS students fill out the survey and secondary data in 
expected or unexpected ways?  Based on careful review of the interviews, these data do 
support information from the secondary data.  Data examined were gender, race/ethnicity, 
college preparation measured by SAT/ACT scores, CODO, and time-to-degree.   
Students in the interview pool were gender balanced, although this sample was 
extremely small and not statistically significant.  The SAT/ACT question on the 
interview was not an effective question.  Students did not know how to answer the 
question since they had not had experience with the SAT/ACT previously or in a non-
ECHS context.  Since the ECHS programs are entire high schools, they did not have non-
ECHS peers to compare their experience with.  One student was able to effectively 
answer the question; she understood that since they were taking more rigorous high 
school courses and college level coursework at the same time, those factors could have 
some impact on the SAT/ACT scores.  That question was deleted from my interview 
analysis.   
Students selected the change of degree option (CODO) at a higher rate than the 




CODO option and only 26% of students in the secondary data pool selected the option.  
However, the interview sample was very small.  Students in the overall survey pool 
selected the CODO option at about the same rate as the secondary data show   29%.   
Students in the interview pool were graduating slightly more quickly than 
students in the secondary data 
 
 4.0 years rather than 4.5 years.  Four years makes them 
comparable to the traditional 2006-2011 Purdue student cohort.   
One way students differed from secondary data was in the number of earned 
credits students brought to the university.  In the original 2006-2011 cohort, students 
brought an average of 10.5 credits.  The survey pool had an average of 31 credits, and the 
interview pool had an average of 49.6 credits earned, with an average of 44.5 being 
accepted by the university.  Three of   	
 
    -62 
credits).  The other two students had 30-33 earned credits.   
Triangulation 
 Quantitative and qualitative data were analyzed side by side to examine 
similarities and inconsistencies.  This exercise was seeking confirmation of the research 
questions: 
1.) To what extent does completion of an ECHS program in Indiana impact timely 
graduation from Purdue University?  
2.)  To what extent does completion of an ECHS program in Indiana impact 




Secondary data show that ECHS students in the 2006-2011 cohort graduate in 
approximately 4.5 years.  Students in the 2012-2015 cohort graduate in approximately 
4.0 years.  Students were coming in with earned credits from high school and some 
could have graduated early.  However, only two from the 2006-2011 cohort graduated 
early, and only 41% of the survey sample and one of five in the interview pool were 
planning to graduate early. Based on information from the survey and interviews, 
students chose to add value-add activities rather than graduate early.  Value-add 
activities included options such as study abroad and additional minors.  Secondary 
data also show that ECHS students have a graduation rate almost exactly like that of 
the traditional Purdue students.  That means the same numbers of students were 
voluntarily withdrawing or were being dropped by the university in both groups.  
Students had the following comments about staying versus graduating early: 
  	 

  	  I can still graduate um you know a lot early, but I would 
 
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urs and stress myself out in that 
aspect because I  I do work so much you know to pay for um everything else, 
you know my car payments and insurance and phone bill and all that fun stuff.  
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was tour of the country.  We just kind of went in a big circle around the 
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 In addition, Early College High School programming makes claims that caused 




1.) Do the ECHS students differ in make-up from typical Purdue students? 
2.) To what extent does Change of Degree Option (CODO) impact timely graduation 
rate? 
3.)      	




	   
 ECHS programming encourages males to attend post-secondary education (JFF, 
2014).  Having a balanced gender pool indicates they are meeting this objective.  
Secondary data show a balanced gender pool, as do interview data.  Survey data show 
more females than males, but traditionally more females respond to surveys, which could 
explain the anomaly (Smith, G., 2008).   The traditional Purdue cohort was more male 
dominated, 58% male to 42% female.  This is very typical of Purdue.   
ECHS students change majors much less often than their Purdue counterparts, 26% to 
61% respectively for the 2006-2011 cohort.  The same was true for the 2012-2015 cohort 
on the survey, 29% changed majors.  Two of five interviewed students changed majors.  
One, however, changed majors because she needed to enroll as Exploratory Studies to 
enter Purdue, then could change to Hotel Tourism Management (HTM), which was her 
ultimate goal.  However, once in HTM, she realized it was very focused on financial 
aspects of business operations.  She was more interested in the people aspects.  She 
searched for a new major that put more focus on people, but allowed her to do event 
planning  which is where her career aspirations focused.  She ended in Human 




would allow her to do event planning for non-profits which has a much more social-work 
focus than business focus.  Here are some of her comments, 
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 -they told me that, um, you know 
the C was a red flag to them, however they still wanted me at Purdue, and so if I 
would still reapply for Exploratory Studies, the would, um, let me into the major, or 
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As state earlier, the SAT/ACT question on the interview was not an effective 
question.   
Students did not know how to answer the question since they had not had experience with 
the  
SAT/ACT previously or in a non-ECHS context.  That question was deleted from my 




An area of interest that surfaced in the survey was that students generally did not 
care about factors that motivated adults to pursue the Early College High School 
programming:  rigorous courses in high school, courses in high school designed in 
clusters, majors or types, financial savings, determining a major pathway prior to post-
secondary education, and number of credits earned prior to entering post-secondary 
education.  Students perceived these as only moderately impactful (important) on their 
Purdue experience.  The five interviewees differed on rigorous courses in high school and 
number of credits earned prior to entering Purdue.  They believed that having the college 
level coursework in high school, and having a lot of it, prepared them well for the post-
secondary experience. Below are some quotations that support this information. 
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even more, even more preparation for coming into a university.  I mean a 
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Um,  
and knowing that you know college classes are a little bit more um oh, what is the 
word I want   um, you know, you   	 
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Differences in surveyed students and interviewed students could result from the 
small interview pool.  29% of survey respondents were interviewed.  More non-
interviewed students could have taken fewer credits in high school, and more non-
interviewed students could have graduated early.  Overall, data are consistent for each 




CHAPTER 6:  DISCUSSION AND RECOMMENDATIONS 
 
Discussion of the Findings 
 This section discusses the research questions for the study, examines the 
limitations, makes recommendations for the program based on the Purdue experience, 
and looks forward to potential research activities.   
The Early College High School intervention has been shown to be highly 
effective at supporting students in its target populations at the high school levels.  It 
provides scaffolding to help students who are traditionally non-college track find success 
in advanced level coursework.  It also provides wrap around services that enable students 
to navigate the complicated milieu associated with the transition to post-secondary 
education.  However, little work has been done at the post-secondary level to determine 
effectiveness of the program for students once the transition has been made.  This study 
begins the discussion regarding Early College High School program effects in the post-
secondary environment by examining an early cohort of ECHS students at Purdue 
University.  Specifically, demographic information, college and career readiness, and 
time to degree information were examined for students who matriculated between 2006 
and 2011.  An interview study was conducted with a later cohort of ECHS students for 




interview protocol were administered to ECHS students who matriculated between 2012 
and 2015.  Based on the research questions, the following key areas were probed: 
Timely graduation from Purdue 
Graduation rate from Purdue 
The lived experiences of ECHS students at Purdue 
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Students in the traditional Purdue student cohort graduated in an average of 8.0 
semesters, or four years.  Students in the ECHS cohort graduated in an average of 9.0 
semesters, or four and a half years. As ECHS schools in the study became fully endorsed, 
they sent students to Purdue with greater amounts of earned college credits prior to their 
matriculation ff an increase from an average of 10.5 to 31.  However, that did not have 
positive outcomes on time to degree completion for this sample of students.  Time-to-
degree only dropped from 4.5 years to an average of 4.0 years.  In survey and interview 
data, students expressed freedom to select a variety of value-add options that may not 
have been so readily available to peers in the traditional Purdue cohort due to lack of time 
in the plan of study.  Study abroad was a popular option for the ECHS students, as was 
the addition of new minor concentrations in their degree programs.  This was reflected in 
both the survey and interview data.  One frustration was the issue of dangling credits ff 
those earned credits brought to the university that were left after core courses and 
electives were filled.   
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the university, were dropped by the university, or were enrolled and persisting to degree 
completion.  Results of this study showed that graduation rate was almost exactly 
identical for students in the ECHS cohort and the traditional Purdue student cohort.  
Students in the Purdue cohort graduated a little faster, but the numbers of students who 
voluntarily withdrew or were dropped by the university were the same for both cohorts.  
Students in the ECHS cohort opined they were not prepared for math and science courses 
at Purdue.  Three of the students said their school did not allow them to take physics or 
calculus because it would negatively impact their GPAs and hurt their chances for getting 
into the colleges of their choice.  While students ultimately performed as well as 
traditional Purdue students in terms of graduation rate, this lack of preparation in math 
and science was noted on both the survey and interviews, and should be addressed by the 
ECHS programs.   
The Early College High School Program as studied at Purdue was effective at 
meeting most of its claims.  ECHS programming claims the following: 
  Balanced gender attending college (raising the number of males in target 
populations attending post-secondary education) 
 
 College Readiness (students in target populations will be as ready for post-
secondary education as students who traditionally attend college) 
  Change of Degree Option (due to pathways in high school, students will 
have career determination and will not change major as often as traditional 
students) 
 





  Time-to-Degree (students will graduate faster than traditional students due 
to earned credits in high school brought to the post-secondary setting) 
In this study, the only claim not met was Time-to-Degree.  The students at Purdue took 
an average of 4.0 years in the 2012-2015 cohort and 4.5 years in the 2006-2011 cohort to 
graduate.  This was due to the fact that they chose value-add options such as study abroad 
and additional minors to fill the time, rather than graduating early.  Even with this failure 
to meet the claim, the ECHS program is a good program for helping students who have 
not traditionally been in the college pool to find success in post-secondary education. 
This study has added important information to the body of knowledge regarding 
Early College High Schools.  Past studies have not examined students for the full four-
years post-high school to determine time-to-baccalaureate degree completion.  Other 
studies have also not examined factors that are examined in this study:  graduation rate, 
college readiness, and change of degree option. 
Recommendations 
 A strong recommendation to the Early College High School programs is to limit 
the number of credits students earn to the Statewide Transfer General Education Core 
(STGEC).  This program is a result of a law passed in 2013 (Senate Enrolled Act 182-
2012) that requires a set of core transfer equivalencies of at least 30 hours for all public 
higher education institutions in the state of Indiana.  Each institution must have a block of 
30 credit hours that satisfies the core requirements and is accepted by its peer, meaning 
public, institutions throughout the state.  A committee made up of members from each 
institution throughout the state worked on the STGEC to create competencies each core 




student has a transferrable set of core classes that fill requirements at any public 
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this document.  No longer will students have several hours of electives that do not 
   	
   	 fffi     	 	  fi fi 	nd 
meet requirements set by all public institutions in the state of Indiana.   
 Another recommendation involves being prepared for post-secondary academics.  
Three students in my interview pool came from one school.  This school recommends 
that students not take calculus or physics in high school in order to preserve a strong 
GPA.   
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I recommend, to all ECHS programs, that they must offer these courses to put students on 
a level playing field with post-secondary peers.  Students in the survey pool and 
interview pool consistently stated they were less well-prepared for math and science.  
Providing these courses with scaffolded supports for success will allow students to enter 
post-secondary education with the background they need to be competitive. 
 A third recommendation is to add, or add more, college visits to the ECHS 
programming.  Students in the interview pool thought more visits would help them make 
better decisions about choosing colleges.  If possible, arrange for students to sit in a 
college 







 A final recommendation is that Indiana should continue to grow ECHS 
programming.  Based on this study, ECHS is very effective at providing successful 
pathways for students typically not on college-bound trajectories.  
Limitations 
A limitation of the study is that not all students were interviewed.  Only the voices 
of those students who elected to participate in the interview process were heard.  Their 
perspectives     	 
  





percent of the survey pool elected to be interviewed, and only 16% of the survey sample 








economic status information was not able to be obtained from the university, nor was first 
generation college status.  These are two key target populations for the Early College 
High Schools, and not having information to inform the study is problematic.  It can be 
noted that most schools were rural Indiana schools, which tend to be schools with higher 
poverty levels.  The three urban schools are all schools with high poverty levels.  One can 
assume that many students from these schools fall into the low socio-economic and first 
generation college brackets.  However, we cannot know for sure. 
Another limitation of this study is that it is self-selected.  Students who select 
Purdue may seek qualities and characteristics not found in other post-secondary 
institutions. Including more post-secondary institutions, and therefore more Early College 
High Schools, in the study would allow for within group analysis that may provide 
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mediating factors may enhance this outcome?  Is early graduation the culture of the 
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others?  What are potential mediating and mitigating factors:  is post-secondary education 
highly valued for these first-generation students  by the students and/or by the parents?  
Has ill-preparation caused higher numbers of students to be dropped by the university 
prior to degree completion?  A larger study with more universities and more Early 
College High Schools would be necessary to provide this type of information about the 
programs. 
Potential Research Activities 
More work needs to be done with the ECHS program in the post-secondary 
setting to probe deeply into potential benefits for students at the post-secondary level.   
1. A greater number of colleges need to be included in the study to determine if what 
has been captured at Purdue is a typical experience for ECHS students who 
transition to post-secondary education.   
2. Additional questions to be explored about the Early College High Schools include 
e      s as their students transition from high school 
to post-secondary education.  Parents invest to varying degrees  
college credits prior to high school graduation.  Do they believe they are getting 
appropriate value?  How do they feel about dangling credits when students come 
to the four-year institution?  How do they feel about students selecting value-add 




3. Can the opportunity of Early College be opened beyond state boundaries?  What 
is the possibility of going to a college out of state with the earned college credits?  
Would they transfer?  If students pursue the Statewide Transfer General 
Education Core option, will that transfer out of state?   
The door has just opened on multiple research avenues regarding post-secondary 
experiences of Early College High School students. The program is growing by leaps and 
bounds.  It will be important to continue evaluation of its effectiveness in all its pieces 
and parts.  Hopefully this study has paved the way for these conversations and studies to 
begin. 
Conclusions 
 Early College High Schools (ECHS) are an educational intervention designed to 
promote rigor in high school education along with increased post-secondary access and 
success for disadvantaged students.  ECHSs provide a comprehensive, rigorous high 
school experience allowing s     	  
  	      
school diploma.  Examining post-secondary experiences of students participating in Early 
College High School programming is necessary to understand the full impacts of this 
phenomenon.  To date, no studies have done so.  This work begins the process by 
describing outcomes and experiences of students from seven endorsed Early College 
High Schools in Indiana who chose to attend Purdue University between the years of 
2006 and 2015. 
 One strong recommendation for Indiana Early College High School programs is 
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college or university in the state and does not leave extra credits for electives that are not 
needed.  Another recommendation is that programs offer strong science and math courses 
for their students.  Provide appropriate scaffolding so that students can be successful in 
those rigorous courses, but students must have these courses to be successfully prepared 
for post-secondary academic work. A third recommendation is to add college visits to the 
EHCS programming to allow students greater scope for making final decisions about 
college.  The final recommendation is to continue building the ECHS program in Indiana.  
It appears to deliver on the important aspects of its promises:  students typically not in the 
college pool are finding success at a large, top-tier university.  
 I believe the Early College High School program is very effective in helping 
students who traditionally are not in college-bound programming to find their way into 
that path.  A growing body of literature supports the positive effects of the program at the 
high school level.  This small study supports the positive effects of Indiana ECHS 









    	
	    
	  	 
  
college? Evidence from a quasi-experimental analysis of dual enrollment in New 
York City. New Directions for Higher Education, 2012(158), 11-19. DOI: 
10.1002/he.20010 
 
An, B.P., (2012). The Influence of Dual enrollment on Academic Performance and 
College Readiness: Differences by Socioeconomic Status. Research in Higher 
Education; 54:407-432. DOI 10.1007/s11162-012-9278-z  
 
Attewell, P., Heil, S., & Reisel, L. (2012). What is academic momentum? And does it 
matter? Educational  Evaluation and Policy Analysis, 34, 27-44. 
  
Bell, A.L., & Meinelt, K.A., (2011). A past, present, and future look at No Child Left 
Behind. Human Rights, 38 (4) 11-14. 
 
Blondal, S., Field, Sl, and Girouard, N. (2002). Investment in human capital through 
post-compulsory education and training.  OECD Economics Department Working 
Papers, No. 333, OECD Publishing. http://dx.doi.org/10.1787/778845424272  
 
Caspary, K., Woodworth, K., Keating, K., & Sands, J. (2015). International baccalaureate 





Center of Excellence in Leadership of Learning (CELL), cell.unindy.edu 
 
Clark, A.M., (1998).  The qualitative-quantitative debate: Moving from positivism and  
confrontation to post-positivism and reconciliation. Journal of Advanced Nursing, 
27, 1242-1249. 
 
Cornell, D.G., Callahan, C.M., & Loyd, B.H. (1991). Socioemotional adjustment of 
adolescent girls enrolled in a residential acceleration program. Gifted Child 
Quarterly, 35, 58-66. 
 
Creswell, J.W. & Plano Clark, V.L. (2007). Designing and conducting mixed methods 
research. Thousand Oaks, CA: Sage. 
 
Diaz, E.I. (1998). Perceived factors influencing the academic underachievement of 
talented students of Puerto Rican descent. Gifted Child Quarterly, 42(2), 105-122. 
 
Dooley, K.E., (2007). Viewing agricultural education research through a qualitative lens. 
Journal of Agricultural Education, 48(4), 32-42. 
 
Early College High School Initiative (ECHS Initiative 2012). Overview and FAQ.  
Retrieved from  http://www.earlycolleges.org/overview.html.  
 
Edmunds, J.A., Bernstein, L., Glennie, E., Willse, J., Arshavsky, N., Unlu, F., Bartz, D., 
Silberman, T., Scales, W.D., Dallas, A., (2010). Preparing students for college: 
The implementation and impact of the early college high school model. Peabody 
Journal of Education, 85(3), 348-36.,  
doi: 10.1080/1061956X.2010.491702  
 
 
Fischetti, J., MacKain, S., Smith, R., (2011).   	
   
performance of early college students in their first year at the university and the 






Fleischman S., & Heppen, J. (2011, Spring). Improving Low-Performing High Schools: 
Searching for  Evidence of Promise. The Future of Children, 19:1, A s 
High Schools (SPRING 2009), 105-133. Published by Princeton University 
 
Fund for the Advancement of Education, (1957). They went to college early (Evaluation 
Report No. 2). New York, NY: Author. 
 
Gross, M., & van Vliet, H.E. (2005). Radical acceleration and early entry to college: A 
review of the research. Gifted Child Quarterly, 49, 154-171. 
 
Haxton, C., Song, M., Zeiser, K., Berger, A., Turk-Bicakci, L., Garet, M.S., Knudson, J., 
Hoshen, G., (2016).  Longitudinal findings from the early college high school 
initiative impact study.  Educational Evaluation and Policy Analysis, 38(2), 410-
430. 
 
Hoffman, N., Vargas, J., Santos, J. (2008, Winter). Blending High School and College: 
Rethinking the Transition. New Directions for Higher Education (WINTER 
2008), pp. 15-25. Published by Wiley Periodicals, Inc. 
 
Hoffman, N., & Webb, M., (2009, June 11). Early-College High School: Modest 
Experiment or National Movement? Education Week. Retrieved from 
http://www.edweek.org/ew/articles/2009/16/11/35hoffman.html  
 
Hofmann, E., (2012, Summer). Why Dual Enrollment?  New Directions for Higher 
Education, No.158 (SUMMER 2012), pp. 1-8. Published by Wiley Periodicals, 
Inc. 
 
Howley, A., Howley, C.B., Howley, M.D & Duncan, T., (2013). Early College and Dual 
Enrollment  Challenges: Inroads and Impediments to Access. Journal of 
Advanced Academics 24(2), 77-107. 
 
Indiana Commission for Higher Education, (2014). Indiana College Completion 2014 






Jobs for the Future. (2009). A portrait in numbers. Boston, MA: Author. 
http://www.jff.org/browse/earning-postsecondary-credentials (Jobs for the Future 
website re: earning post-secondary credentials) accessed 4/5/14 
http://www.jff.org/browse/preparing-for-college-and-career (Jobs for the Future 
website re: college and career readiness) accessed 4/5/14 
 
Kaniuka, T.S. & Vickers, M. (2010). Lessons learned: How early college high schools 




Karp, M. M., Calcagno, J.C., Hughes, K.L., Jeong, D.W., & Bailey, T.R. (2007). The 
postsecondary achievement of participants in dual enrollment: An analysis of 
student outcomes in two states, National Research Center for Career and 
Technical Education., St. Paul: University of Minnesota. 
 
Kuo, V., (2010). Transforming American High Schools: Possibilities for the Next Phase 
of High School  Reform. Peabody Journal of Education, 85:3, 389-401, DOI: 
10.1080/0161956X.2010.491709 
 
Lynch, S. & Mills, C.J. (1990). The skills reinforcement project (SRP):  An academic 
program for high potential minority youth. Journal for the Education of the 
Gifted, 13(4), 364-379. 
 
Martin, A.J., Wilson, R., Liem, G.A.D., & Ginns, P. (2013).  Academic Momentum at 
University/College Exploring the Roles of Prior Learning, Life Experience, and 
Ongoing Performance in Academic Achievement Across Time. The Journal of 
Higher Education, 84, No. 5, 640-674. 
 
Miller, V., Fleming, R., & Reed, S. (2013).  Mapping the early college research literature. 






IES. (2014). STEM attrition: College s   paths into and out of STEM fields. 
National Center for Education Statistics NCES-2014-001, U.S. Department of 





        	 	   ff fifffl 	ffi
Majors. Journal of Career Assessment, 15; 446 DOI: 1177/1069072707305762 
 
Noble, L.D., Childers, S.A., & Vaughan, R.C. (2008). A place to be celebrated and 
understood: The impact  	fl !fl   fl	 flffi "	fl  "   !#
Gifted Child Quarterly, 52, 256-268. 
 
Olszewski-$%
 & '(() *	fl  fl	   +     fl Journal of 
Secondary Gifted   Education, 10, 226-248. 
 
Ongaga, K.O., '    learning experiences in an early college high school. 
Peabody Journal of Education, 85(3), 375-388. 
doi: 10.1080/0161956X.2010.491708 
 
Patton, M.Q., (2010). Qualitative Research & Evaluation Methods. Thousand Oaks, CA: 
Sage. 
 
Reeves, T.D., ,  ff
 * ' fi	- %" ffi	 %	fffl fl ffi" 
rates through training in self-regulated learning (SRL). Innovations in Higher 
Education, 36, 3-17. 
 
Rienties, B., Giesbers, B., Tempelaar, D., Lygo-Baker, S., Segers, M. & Gijselaers, W. 
(2012). The role of scaffolding and motivation in CSCL. Computers & Education, 
59(3), 893-906. 
 
Shepherd, S.J., Nicpon, M.F., & Doobay, A.F. (2009). Early entrance to college and self-
concept: Comparisons across the first semester of enrollment. Journal of 




Smith, G. (2008). Does gender influence online survey participation?: A record-linkage 
analysis of university faculty online survey response behavior. ERIC Document 
Reproduction Service No. ED 501717. 
 
Stefanou, C.R., Perencevich, K.C., DiCintio, M., & Turner, J.C. (2004). Supporting 
autonomy in the classroom: Ways teachers encourage student decision making 
and ownership. Educational Psychologist, 39(2), 97-110. 
 
Swanson, J. L. (2008). An analysis of the impact of high school dual enrollment course 
participation on post-secondary academic success, persistence and degree 
completion. Iowa City: ProQuest. 
 
U.S Department of Education. Institute of Education Sciences. National Center for 




       fffi fi  
 Liberal 
Education, 98(1), 34-39. 
 
Warne, R.T., Larsen, R., Anderson, B., Odasso, A.J. (2015). The impact of participation 
in the flfiffifi   ff  !fi ff fi  

The Journal of Educational Research 108 (5): 400-416.  doi: 
10.1080/00220671.2104.917253.  
 
Woodcock, J.B., Beal, H.K.O.,  (2013).  Voices of early college high school graduates in 








Early College High School Survey 
 
The purpose of this survey is to determine benefits for Purdue students of the Early College 
High School programs in Indiana.  There are 29 items and it should take approximately 10 
minutes to complete the survey. 
Please rate your perception of each item on a scale of 1-5: 
1. How beneficial/unbeneficial do you perceive your ECHS experience? 
Not at all beneficial         Very 
Beneficial 
1----------------------------2-----------------------------------3------------------------------------4-------------------------------5 
2. How did the ECHS experience prepare you for the Purdue experience overall? 
Not at all prepared         Very 
Prepared 
1----------------------------2-----------------------------------3------------------------------------4-------------------------------5 
3. How did the ECHS experience prepare you for the Purdue experience in English 
courses overall? 
Not at all prepared         Very 
Prepared 
1----------------------------2-----------------------------------3------------------------------------4-------------------------------5 
4. How did the ECHS experience prepare you for the Purdue experience in Math 
courses overall? 
Not at all prepared         Very 
Prepared 
1----------------------------2-----------------------------------3------------------------------------4-------------------------------5 
5. How did the ECHS experience prepare you for the Purdue experience in Science 
courses overall? 








6. How many college credits did you bring to Purdue from your ECHS? _________ 
7. Were the credits accepted for your major area?    Yes __    No __ 
8. Did those credits help you (mark all that apply)   
save time to graduation ___    save money on your degree ___  
use time for other opportunities such as:  study abroad ___   internships ___     co-op ___ 
other (please describe)_______________________________________________________ 
 
MAJORS: 
9.    Did you change majors while at Purdue?  Yes __   No __     If so, how many 
times? _____   
10. When you changed majors, did you switch colleges/schools, or just change 
within your college/school?   Switched college/school ___    Switched 
WITHIN college/school ___ 
 
ECHS BACKGROUND: 
Please rate, on a scale of 1-5, how impactful these components of the Early College High 
School program were on your Purdue experience. 
11. How impactful (important) was the difficulty of the high school dual credit 
courses you took on your Purdue experience overall? 
Not at all impactful         Very 
Impactful 
1----------------------------2-----------------------------------3------------------------------------4-------------------------------5 
12. How impactful (important) were the types of high school dual credit courses you 
took on your Purdue experience overall? 







13. How impactful (important) were the financial savings of earning college credits 
prior to your Purdue experience overall? 
Not at all impactful         Very 
impactful 
1----------------------------2-----------------------------------3------------------------------------4-------------------------------5 
14. How impactful (important) was determining your major path before coming to 
Purdue to your overall Purdue experience?  




15. How impactful (important) were the number of college credits earned prior to 
entering Purdue to your overall Purdue experience?  




16. What ECHS did you attend? 
________________________________________________________ 
17. When did you graduate from high school?  Month ____________ Year ________ 
18. When did you enter Purdue?  Month ___________ Year ________ 
19. What was your entering major at Purdue? 
_____________________________________________ 
20. What is your current major? _________________________________________ 
21. Are you a 
Freshman___ Sophomore___  Junior___ Senior___ 
22. Have you consistently been a full time student?  Yes ___  No ___ 
23. If not, why not?       Need to work for financial reasons ___        Family 
obligations ___     
                             Health issues ___         Do not want to attend college full-
time ___ 
                             Other (please describe) 
___________________________________ 






Please answer the following questions, telling us a little about yourself. 
25. Are you: 
Male ____ Female ___   
26. What is your race/ethnicity: 
African American __ Asian __      Bi-racial/Multi-racial __   Hispanic __ White __ 
Unknown __ Prefer Not to Say __ Other:_________________________________  
 
27. Is there anything else you would like us to know about your ECHS experience as 






If you would be interested in participating in an interview or focus group with the researcher on 
this project, please enter your contact information below.  The first 25 who agree to participate 









ECHS SURVEY RESULTS -       
Questions 1-7  
        






RESPONDENTS* Q. #1 Q. #2 Q. #3 Q. #4 Q. #5 Q. #6 Q. #7 Q. #8 Q. #9 Q. #10  
1 5 4 4 2 3 62 1 1, 2 1 1  
2 5 3 4 4 4 24 1 2 2 0  
3 4 4 3 4 4 NA 1 NA 2 NA  
4 2 2 1 3 2 7 1 1, 2 2 NA  
5 4 4 5 4 5 30 1 6 2 NA  
6 5 4 4 5 4 28 1 1, 2 1 1  
7 4 1 5 4 4 35 1 1, 2 1 1  
8 4 4 4 4 4 36 1 3 2 NA  
9 4 2 3 3 3 53 1 6 1 2  
10 5 5 5 5 5 0 2 NA 1 1  
12 5 4 4 4 4 40 1 3 2 NA  
13 3 3 4 4 2 20 1 3 2 NA  
14 2 2 4 2 3 45 1 1 2 0  
15 3 2 5 1 1 62 2 3 2 0  
16 5 3 4 2 3 33 1 1, 2 2 NA  
17 1 1 1 1 1 0 2 NA 2 NA  
19 4 4 4 3 4 9 1 1 2 NA  
  Range 1-5 1- 5 1-5 1-5 1-5 0-62       Range  
  Median 4 3 4 4 4 31.5       Median 
 
  Mean     4 3.06 3.76 3.23 3.29 30.25       Mean  
  Mode     5 4 4 4 4 0 & 62       Mode  






ECHS SURVEY RESULTS 













Chicago   
RESPONDENTS* Q. #11 Q. #12 Q. #13 Q. #14 Q. #15 Q. #16 Q. #17 Q. #18 Q. #19 Q. #20 
1 4 4 5 3 4 1 2014 2014 Explore HumanSvc 
2 4 4 4 5 5 2 2015 2015 Explore Explore 
3 4 4 2 5 3 2 2015 2015 FYE FYE 
4 2 2 3 2 3 2 2013 2013 MET MET 
5 3 4 0 4 3 2 2013 2013 FYE EEE 
6 4 3 3 2 5 5 2015 2015 Prof Flt AET 
7 3 3 4 4 4 2 2014 2014 Explore Early Ed 
8 4 4 5 5 5 6 2014 2014 Nursing Nursing 
9 3 3 3 4 4 1 2012 2012 MassCom MassCom 
10 4 4 4 4 5 4 2012 2012 Law/Soc NA 
12 4 5 4 4 4 2 2014 2014 Biology Biology 
13 2 3 3 5 2 2 2015 2015 Food Sci FoodSci  
14 3 2 3 2 5 2 2014 2014 FYE Aero/Astr 
15 4 1 2 1 4 1 2014 2014 CompSci CompSci 
16 3 3 5 3 5 5 2014 2014 AgEcon AgEcon 
17 4 2 1 1 1 3 2011 2011 FYE 
  
Aero/Astr 
19 3 3 2 3 4 3 2010 2010    PrePhar Pharmacy 
 
2 to 4 1 to 5 0 to 5 1 to 5 1 to 5 Range  
   
 
4 3 3 4 4 Median  
   
 
3.41 3.18 3.12 3.35 3.88 Mean  
   
 
4 3 and 4 3 4 4 and 5 Mode  
   
 
0.71 1.01 1.20 1.37 1.17 SD  
   




ECHS SURVEY RESULTS 
   Page 3   Questions 14-19 
       
 
1=FRESHMAN  
   
 
2=SOPHOMORE  





 4=SENIOR Y=1;N=2  # cr/sem 2=FEMALE 2=N-WHITE 
RESPONDENTS* Q. #21 Q. #22 Q. #23 Q. #24 Q. #25 Q. #26 
1 2 1 NA 13 2 1 
2 1 1 NA 15 2 1 
3 1 1 NA 16.5 2 1 
4 3 1 NA 15 1 1 
5 3 1 NA 15 2 1 
6 1 1 NA 15 2 1 
7 2 1 NA 13 2 1 
8 2 1 NA 15 2 2 
9 4 1 NA 14.5 2 2 
10 4 1 NA 12 2 2 
12 2 1 NA 18 2 1 
13 1 1 NA 15 2 1 
14 2 1 NA 14 1 1 
15 4 1 NA 15 1 1 
16 3 1 NA 16 1 1 
17 4 1 NA 15 2 1 
19 4 1 NA 17 2 1 
 











ECHS Interview/Focus Group Questions 
1.  Part of the ECHS program is taking college courses while in high school. 
Describe your experience and how that prepared you for your college 
enrollment in terms of choosing a college 
2. Part of the ECHS program is taking rigorous high school courses. 
Describe your experience and how that prepared you for choosing a 
college 
3. Do you think your participation in the ECHS helped increase your SAT/ACT 
scores?  If so, how do you think it did that? 
4. How well prepared were you for the Purdue experience in terms of academics?  
What do you wish had been different? 
5. Tell me about your path from high school to where you are now in your Purdue 
program in terms of your major course of study.  Have you made any changes 
(CODO)?  If so, why?  If not, why not? 
6. How has having several college credits earned upon entering Purdue shaped your 
Purdue experience compared to your friends who did not? 
If necessary:  Has your time at Purdue been shortened?  Have you been 
able to participate in more diverse experiences?  (co-op; study abroad; 
internships; work study; extra elective courses; etc.) 
7. How many credits did you earn at your ECHS?  How many did Purdue accept 









Lisa P. Kirkham 
 
Recent Educational Projects 
  Research Goes to School NSF Grant  developed a model for connecting high 
school teachers with grand challenge researchers at the university level 
  Health Information Literacy Grant  currently working with a high school Health 
class at a local high school to determine if teaching health literacy skills in lieu of 
traditional health instruction provides longer-lived skills for students; and does using a 
problem-based curriculum encourage student engagement 
  Farm to School USDA Grants (2)  determined opportunities and barriers for 
developing the Farm to School connection between Food Service Directors in the local 
school system and local producers; created professional development for both groups; 
developed a google map to connect producers and Food Service Directors; worked with 
	 
riculture Communications department to develop a walk-through display 
used throughout the Midwest to encourage Farm to School programming; developed 
nutrition instruction for 2nd grade classrooms in connection with measuring fruit and 
vegetable selections in the lunchroom to determine if behavior changes connect with 
classroom education 
Contributions to Education 
 
 Manage and coordinate educational projects in the Discovery Learning Research 
Center by working with faculty and staff. Provide expertise in K-12 education, and 
interface with K-12 educational institutions throughout the state 
 
 Develop a best practice model for delivering grand challenge research topics into 
high school classrooms through work with Noyce Scholars, Woodrow Wilson Fellows, 




for Catalytic Conversion of Biomass to Bio-fuels (C3Bio) for "Research Goes to School" 
project 
  Direct the Discovery Park Undergraduate Research Internship (DURI) Program, 
funded through the Lilly Endowment. Through the program, I teach undergraduate 
students how to think like a researcher and communicate research effectively to a variety 
of audiences. To date, over 900 students have participated in DURI.  The more intense 
summer portion of the program has grown 160% since 2010, partly due to targeted 
recruitment of new, more enthusiastic faculty to mentor undergraduate students with 
greater success 
  Prepared and delivered 150+ educational professional development programs to 
teachers since 2000 covering a variety of educational subjects including: 
 
o Post-secondary success following specific high school interventions  
o Rural high school science curricula infused with cutting edge research  
o How the brain learns  
o Active learning and the importance of feedback  
o National Staff Development Standards used to create a system-wide initiative  
o Curriculum implementation using the RPLIM model  
o Professional development's impact on rural STEM teachers' self-efficacy Science 
teaching in rural schools 
 
Academic Preparation 
Bachelor of Science: Elementary Education, August 1980 
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Master of Arts: Educational Leadership, August 1999 
University of Alabama at Birmingham  Birmingham, Alabama, US 
 
Ph.D.: Educational Leadership, Administration and Policy, August 2016 
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Director of Education and Outreach 
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School-based Administrator - Elementary Principal 
August 2004 to June 2007 
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August 1999 to June 2001 
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School-based Administrator - AP of Curriculum and Instruction, Jr. High and Elem. 
Levels 
August 1997 to June 2004 
Mountain Brook Schools 
 
 Mountain Brook, AL 
 
Elementary/Middle School Teacher 
September 1991 to June 1996 
Mountain Brook Schools   Mountain Brook, AL 
 
Kindergarten Teacher 
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Middle School Teacher 
August 1980 to June 1983 
Randolph Central School Corporation 
 
 Winchester, IN 
 
Publications 
Goodpaster, K. P. S., Adedokun, O. A., Kirkham, L. P., Ertmer, P. A., Clase, K. L., 
McCann, M., & Weaver, G. C. (2012). The impact of a professional development 
workshop on rural STEM teachers' self-efficacy and biofuels knowledge. Paper presented 
at the 2012 Annual Meeting of the National Association of Research in Science 
Teaching. 
Goodpaster, K., Adedokun, O. A., Burgess, W., Kirkham, L., Laursen, S., & Weaver, G. 
(2012). Teaching science in rural schools: Benefits, challenges, and factors influencing 





Adedokun, O., Bessenbacher, A., Parker, L. C., Childress, A., Kirkham, L., & Teegarden, 
D. (2012). How Do Summer Undergraduate Research Experiences Compare to Other 
Models?  Program of the National Association for Research in Science Teaching Annual 
International Conference, 189. Retrieved from http://narst.org/annualconference 
/2012_full_abstracts.pdf 
Adedokun, O. A., Bessenbacher, A. B., Parker, L. C., Kirkham, L. L., & Burgess, W. D. 
(2013). Research skills and STEM undergraduate research students' aspirations for 
research careers: Mediating effects of research self-efficacy. Journal of Research in 
Science Teaching, 50(8), 940-951. 
Madsen, A.T., Kirkham, L.L., Reece, L.M., Adedokun, O.A., & Weaver, G.C.; (2015). 
Research 
goes to school: Development of Nanoscience-specific learning objectives and assessment 
for a professional development program for Secondary STEM teachers. Journal of Nano 
Education, 7(1), 65-72. 
